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Abstract 
Encouraging reflective leadership practice is a recognised focus for coaches and consultants 
in primary schools. Despite the wealth of knowledge on coaching and consulting in 
organisational learning, there is less known about the transition between these two 
interactions and the purpose behind this. 
This self-study of my practice as a regional school improvement officer in Victoria, Australia, 
details my interaction with six teacher-leaders, who considered school improvement strategies 
by constructing a pattern-block representation of the structures within their schools. The 
research questions posed were: “What do teacher-leaders reflect upon when considering 
school improvement approaches?” and “How does the external facilitator encourage teacher-
leaders to reflect upon their practice?” 
Research undertaken for this study was used to develop a range of statements related to 
Donald Schön’s theory of reflective practice, particularly reflection-in-action. The statements 
were presented as a stimulus for action in practice and encompassed a range of tensions. 
Tensions included; orchestrating change by moving between the current situation and a 
preferred future; making connections by acknowledging the complexity of the situation whilst 
attempting to create order; developing a strategy from the consideration of a shared vision and 
a written plan; and undertaking leadership by moving between hierarchical, distributive and 
self-organising structures. Tacit and explicit knowledge was evident when reflecting-in-
action. Finally I explored how, as the external facilitator, I encouraged reflection by moving 
between coaching and consulting interactions. 
I began this research by examining the practice of others. However, the greatest learning I 
achieved related to how I reflected-in-action and my understanding of self-study in practice. 
Initially in this study, I placed myself at the centre of the research and considered this a self-
in-study; however, as the study progressed, I examined both my practice and the research 
simultaneously, terming this self-and-study, and, finally, from my analysis of the research 
when the study concluded, I developed a series of statements that could be used as a stimulus 
for future action, which I refer to as self-from-study. The larger implication for this research 
therefore relates to my understanding of my own reflection-in-action and how by embracing a 
number of tensions one can consider a range of possibilities for improvement. 
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Chapter 1 
 
From Practice to Research 
Competent practitioners usually know more than they can say. They exhibit a kind of knowing 
in practice, most of which is tacit. (Schön, 1983, pp. 8–9) 
 
1.1 Preface 
This introductory chapter details the background to my practice and explains what motivated 
me to undertake the research for this study. The research questions relate to what the teacher-
leaders reflected upon and how I encouraged this reflection. I introduce the innovative method 
used to generate data and describe this as “playing with blocks”. A range of theories and 
approaches inform my practice and influenced this research and they include constructivism, 
dialectical thinking, tension identification, complexity considerations, and accessing tacit 
understandings. 
An outline of the thesis concludes this chapter. 
1.2 Background to Using Pattern Blocks in a Professional Setting 
This self-study thesis presents a journey from practice to research. Schön (1995) identifies a 
separation between practice and research, where he regards research as a series of rigorously 
controlled experiments but practice as a notoriously uncontrolled process. To research this 
“indeterminate swampy zone” (Schön, 1983) of professional practice, I positioned myself in 
the study using self-study methodology. Self-study as a methodology has its roots in 
reflective practice, action research and teacher inquiry (Samaras & Freese, 2009) and is 
being increasingly chosen when examining professional practice (LaBoskey, 2004). This 
thesis focuses on reflective practice in professional settings, particularly the practice of 
reflection-in-action (Schön, 1983). 
My practice, as a regional school improvement officer for the Victorian Department of 
Education in Australia, involves visiting primary schools and assisting teacher-leaders to 
implement their schools’ literacy and numeracy plans. Prior to undertaking the research for 
this study, when discussing how these plans were being enacted, I noted that simple 
questioning was often not effective, with negative responses being offered at times. I 
suggested improvements and these were often politely listened to, but were not necessarily 
implemented once I left the school. I wondered if I might be able to personalise my approach 
2 
 
for each school setting. I was interested in what teacher-leaders were reflecting on with the 
aim to assist them at their “point of need” (Hammond & Gibbons, 2001), a scaffolding term 
used in teaching. This concept of “point-of-need” support in classrooms was transferred to my 
work with teacher-leaders, and initially assisted with my understanding of the issues they 
were facing, the strategies they had implemented and their practices that had been successful, 
and by adopting this method of support, I was able to offer targeted assistance to them. I 
suggested to teacher-leaders that they construct a representation of their current situation 
using coloured pattern blocks, and I did this in an attempt to capture their thinking. This 
appeared to be a promising practice. 
1.2.1 Playing with blocks. How did I arrive at deciding to use pattern blocks when 
working with adults? Who would have thought that sitting down and playing with pattern 
blocks would lead to a deeper understanding of reflection? Pattern blocks, a mainstay of the 
early-years numeracy classroom are used as concrete manipulatives. However, in this study’s 
research they came to represent more than shapes, colours and mathematical concepts. 
Transferring the use of pattern blocks from the classroom to school improvement and then to 
a research method proved to be challenging and eventually liberating, as the blocks became so 
much more than what they appeared at face value. 
Why pattern blocks? In an attempt to capture the conversation regarding what teacher-leaders 
are focusing on, I had previously drawn Venn diagrams, arrows, flowcharts and other visual 
representations. This approach was showing promise in identifying the current situation 
facing a teacher-leader. However, it was a static approach because once the image had been 
drawn, to move it required starting the diagram again. Representations that could be moved 
needed to be considered, and I therefore took inspiration from another area of my practice and 
tipped out a container of pattern blocks onto a table (Figure 1). 
 
Figure 1. Pattern blocks. 
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Based on my previous experience as an early-years numeracy project officer, the idea that 
concrete materials could be seen as creating a bridge from the “concrete to the abstract” 
(Heddens, 1986; Ross & Kurtz, 1993), appealed to me. However, Marshall and Swan (2008) 
extend this thinking, stating that language, not just the concrete material, is the main tool in 
helping to make this bridge. Combining playing with pattern blocks and facilitating 
conversation will create new opportunities for active reflection. 
The predominant item of conversation when I met with teacher-leaders related to the 
pedagogical content knowledge (PCK) of teachers. However, there were a number of other 
key school improvement elements discussed and they were “leadership”, “vision”, and 
“professional learning teams”. By allocating these elements to different pattern blocks, the 
yellow hexagon became the team element, the beige rhombus became the vision element, and 
the orange square became the leadership element. The elements linked to the teachers were 
the three pedagogical elements of content knowledge (red trapezium), the ability to assess 
(green triangle), and the use of this assessment to differentiate teaching practice (blue 
rhombus). The teacher-leaders readily understood these elements and they were confident in 
using them to construct representations.  
1.2.2 Who else can play? School improvement strategies and advice abound (Dinham, 
2008; Fullan, 2011; Hattie, 2008; Hopkins, 2011; Marzano et al., 2014; Sergiovanni, 2001) 
and teacher-leaders are faced with a number of improvement approaches. Introducing the 
pattern blocks to teacher-leaders came about due to my desire to establish what they were 
planning to achieve with their teachers based on the belief that the knowledge of their school 
setting resides with them. I wanted to be able to access this knowledge so that I was better 
placed to assist them in their planning. 
Providing professional development for networks of teacher-leaders was also part of my role 
as a school improvement officer and enabled me to trial the use of pattern blocks with a wider 
audience. Consequently, during one professional development session (Figure 2), various 
teacher-leaders “played” with the blocks. They, as a group, discussed the elements of school 
improvement and showed each other the complexity of what they were working with within 
their own settings.  
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Figure 2. Professional development session 2009. 
The pattern blocks represented an abstract structure of each teacher-leader’s school situation. 
This approach assisted them to articulate their current situation and they participated in the 
activity with enthusiasm as they were engaged in an active process (Hartshorn & Boren, 
1990). 
The use of the pattern blocks became an integral part of the research for this thesis. The 
process with the blocks facilitated the development of a deeper insight into the teacher-
leaders’ reflections as well as assisting me in understanding how I could possibly encourage 
these reflections. However, playing with the pattern blocks only took me so far; I needed to 
focus on how I could encourage this deeper reflection.  
1.3 Not Letting Go of Practice 
I approached this research initially as a practitioner, and I have intentionally maintained the 
language of a practitioner throughout this thesis by referring to myself as “the external 
facilitator” rather than as “a researcher” and to “teacher-leaders” rather than “participants”. 
Throughout the research journey, I considered the range of knowledge teacher-leaders use to 
reflect. As Schön (1983) says, “they exhibit a kind of knowing in practice, most of which is 
tacit” (pp. 8–9).This interest in tacit and explicit knowledge, and its relationship to reflection, 
has culminated in the development of a “knowledge landscape” metaphor, which is described 
in Chapter 9 entitled “Knowledge”. The seminal research of Donald Schön (1983, 1991, 
1995) underpinned the research for this study and I drew upon his insights into reflective 
practice, reflection-in-action, tacit knowing, the “swampy indeterminate zone” of practice and 
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the concept of a problematic situation to understand more about teacher-leaders and my 
professional practice. 
The use of pattern blocks was adapted for this research and became part of the method. When 
using the pattern blocks previously in my practice, photographs were taken of the 
representations and I recognised that these photographs assisted me to reflect on the situation 
at a later stage. During the data collection phase of the study, I continued this practice of 
taking photographs of the pattern-block representations, as well as taping and transcribing the 
conversations that occurred. The photographs and the transcripts became essential 
components of the data.  
Research guidelines often require a researcher to identify a problem before they begin. 
However, when researching practice, Schön (1983) explains “the situations of practice are not 
problems to be solved but problematic situations” (p. 15). Therefore the problematic situation 
I identified in my practice was that as the external facilitator I could bring my extensive 
knowledge to a school setting, however, it was the teacher-leaders who knew best the 
complexities of their own school. They would draw upon their tacit knowledge, but such 
knowledge does not appear to be particularly valued either by them or the education system as 
a whole. I wondered if it would be possible to encourage this reflection and access this tacit 
knowledge, whilst still providing information from an outside perspective. The scenario I 
have just outlined defines my problematic situation, which I will explore, but not necessarily 
solve. By using the pattern blocks as a means by which to encourage articulation of reflection, 
an aspect of the problematic situation I faced was addressed as the use of the blocks became a 
dynamic method whereby teacher-leaders moved and rearranged physical elements as they 
reflected. 
1.4 Considering My Aims and Objectives 
The aim of this self-study (Brandenburg, 2008; LaBoskey, 2004; Pinnegar & Hamilton, 2009; 
Samaras, 2011) is to contribute to the understandings related to my practice as I encourage the 
reflection of others. My key aim is to identify what teacher-leaders reflect on and, at the same 
time, explore what I do as the external facilitator to encourage this reflection. The specific 
research questions that evolved as a result of this aim are: 
• What do teacher-leaders reflect upon when considering school improvement 
approaches? 
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• How does the external facilitator encourage teacher-leaders to reflect upon their 
practice? 
A number of themes based on the teacher-leaders’ reflections are explored in this study and 
these inform the statements which address the research questions. I will also consider the 
range of knowledge that the teacher-leaders draw upon as they reflect. One final theme related 
to the ways in which I encourage the reflection of teacher-leaders will be explored. These six 
themes will be presented in the discussion and analysis chapters (Chapter 5 to Chapter 10). A 
change in focus eventuates as I move towards the conclusion of the research with the 
realisation, that my greatest learnings are, in fact, related to the research aspects of self-study 
methodology and how one examines their own practice. My final reflection therefore will 
include the implications of using self-study as a means of researching practice. 
1.5 Self-Study Significance 
The outcome of this research aims to contribute to and enhance the understandings of 
facilitated, reflective practice. Through embracing evident tensions when reflecting, it will 
explain how a practitioner can cope with change, plan for organisation, develop strategy and 
understand leadership. It is through dynamic tensions, rather than rigid certainties, that 
practice can be enhanced (Berry, 2007). 
The research questions will guide me as I conduct the research and by developing themes and 
offering statements describing reflection-in-action (Schön, 1983), I will contribute to the 
literature that explores structured and facilitated dynamic reflection. However, the 
significance of this research lies less in my understanding of what teacher-leaders actually 
reflect upon, and what I do to encourage this, but more on the “space” where we interact when 
reflecting-in-action. This space is situated between “self” and “practice” (Bullough & 
Pinnegar, 2001) and by exploring this space, new knowledge and insights into self-study 
methodology will emerge. Through undertaking this research, I identify the three practices of 
“self-in-study”, “self-and-study” and “self-from-study” as a way of describing the space 
between “self” and “study” in research methodology. 
1.6 My Research Context: Theories Informing Practice 
A number of theories have informed my practice and therefore they have influenced the 
research for this study. The theories relate to dialectical thinking, complexity theory and 
intuitive practice. Conville (1991) proposes a model to describe dialectical change, where 
moving to one dialectical “pole” creates a tension to attend to the opposite dialectical “pole” 
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and therefore over time, a relationship develops as one moves back and forth between 
responsiveness to the opposing demands. The concept of dialectics is considered as part of the 
larger “tension family” (Michaud, 2013) and can be described as the ability to consider two or 
more related, but seemingly contradictory, concepts. This ongoing dialectical tension 
describes the interplay between what may be seen as opposites, contradictions or just subtle 
differences in variation. The process of data analysis has also been strongly influenced by 
dialectical thinking (Basseches, 2005; Berniker & McNabb, 2006). I plan to move between 
interpretation and analysis, and continually interpret the data as new understandings come to 
light. Therefore embracing tensions will become a useful strategy to encourage further 
reflection. 
Complexity theory, particularly the concept of “both/and” thinking rather than “either/or” 
thinking (Stacey, 2003; Varney, 2007) has commonalities with dialectical thinking. The idea 
behind both/and thinking is that by embracing two concepts, one could fluidly move between 
both. An example to illustrate this point is to consider a situation such as the team structure of 
a school holistically whilst also focusing on the “parts” or the teachers. In an attempt to 
capture this action and describe the dialectical nature of reflection, I have used the phrase 
“moving between” when describing active reflection. Metaphors have also been drawn upon 
to demonstrate the concept of movement. A “dance” metaphor has been used to describe 
hermeneutic analysis (Ezzy, 2002), as well as the process of leadership (Knowles, 2001). 
Practical knowledge (Rouleau, 2005), “knowhow” (Ryle, 1973) or tacit knowledge (Nonaka 
& Takeuchi, 1995; Polanyi, 1966; Tsoukas, 2005) describe the knowledge teacher-leaders 
draw upon when reflecting. Theories relating to tacit knowledge have informed this research. 
A quotation by Tsoukas (2011) states “modernity has come to mistrust intuition” (p. 2), and 
this has profoundly influenced me, and in Chapter 9 I describe this as a critical moment. 
Martin, Hatzakis, Lycett, and Macreadie, (2004) believe in the importance of understanding 
movement, action and tacit knowledge as they claim that knowledge is complex, dynamic and 
constantly changing, being both tacit and explicit. 
In an attempt to capture dialectical movement and to access the tacit knowledge of teacher-
leaders, I have used the method of a semi-structured conversation utilising pattern blocks. 
This visual method required innovative approaches to data analysis and I employed a number 
of innovative approaches, which included annotated visual transcripts, physically cutting up 
photographs, and interpreting visual images.  
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Qualitative writing is different from quantitative writing in that the sense of argument 
progressively develops throughout data generation, analysis and organisation, and Holliday 
(2007) describes this as a story that unfolds. The movement I have made from practitioner to 
researcher will gradually “unfold” throughout this narrative and an outline of each chapter is 
presented at the conclusion of this introductory chapter, which details this progression. I 
began my journey as a practitioner and became a researcher, and in the process I gained a new 
identity; I became a self-study practitioner. 
1.7 Outlining the Chapters 
This thesis records the journey I made from practitioner to researcher, and then my return to 
practice with new understandings to improve this practice. Each of the discussion and analysis 
chapters (Chapters 5 to 10) addresses a range of limitations to the research. A brief outline of 
each chapter is now presented. 
1.7.1 Chapter 2 – Reviewing the literature. This chapter incorporates a review of the 
literature related to reflective leadership practice. Beginning with an in-depth discussion on 
reflective practice, I trace its development and highlight the knowledge used when reflecting-
in-action. Following this, leadership structures in a school are examined with a focus on the 
fluid nature of teacher leadership and the ability to move between layers of leadership. The 
school improvement agenda is introduced as a background to this research, with my practice 
being placed within this context. I explore facets of my practice by examining the literature on 
complex organisations and the importance of establishing a vision. Finally, self-study 
methodology is introduced as a way of researching this practice.  
1.7.2 Chapter 3 – Designing the research. This chapter describes the design and 
context of this qualitative research.  
The research framework is based on the epistemology of constructivism and an interpretive 
theoretical perspective. The methodological understandings of self-study and the methods of 
data generation including the semi-structured conversation, the reflective journal and meta-
reflection, which is used as a validation tool, are discussed. This chapter details how teacher-
leaders are invited to become involved in the research, and important aspects of the research, 
which include trustworthiness, the handling of ethical issues and the recognition of 
limitations are also addressed. 
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1.7.3 Chapter 4 – Analysing and presenting the data. Data generated from the 
multiple qualitative methods used and its organisation is explained in this chapter. Data 
analysis was undertaken through identifying themes, coding these themes and developing 
statements to describe the process of reflection-in-action. Issues arising from analysing the 
visual representations are examined and the concept of tensions is introduced. Presenting the 
data in this self-study thesis required the development of a referencing system to assist the 
reader to understand whose voice is being represented. The structure of the following 
discussion and analysis chapters is also explained.  
1.7.4 Chapter 5 – Change. Reflection-in-action provides opportunities for teacher-
leaders to plan how they might orchestrate change. This chapter introduces the first theme 
and examines the data, including the pattern-block representations, which provides evidence 
of the change teacher-leaders desire between their current situation and a preferred future. 
The paradox of change is also explored and problematic situations are framed as tensions. By 
encouraging teacher-leaders to embrace tensions by “moving” from one to another and back 
again, I identify approaches which assist them to embrace change. 
1.7.5 Chapter 6 – Organisation. This chapter examines the data related to what a 
teacher-leader reflects upon when making a range of connections, including connecting 
people, teams and pedagogical practices. The purpose of this reflection is to cope with the 
complexity in a school and to create organisation. Reflective teacher leadership is encouraged 
by embracing the tension between acknowledging complexity whilst attempting to place some 
sort of order on the school setting. The critical moment that leads to uncovering this tension is 
discussed as is my practice of encouraging a teacher-leader to reflect upon recognising and 
managing patterns, and making connections. 
1.7.6 Chapter 7 – Strategy. Visioning presents a picture of the future. In this chapter I 
examine how teacher-leaders make the concept of their vision visible by creating a tangible 
representation of the future and establishing pathways for this vision to reach everyone in the 
school. 
The analysis and discussion of data is framed around a range of tensions. These tensions 
relate to written plans and vision. I explore ways in which these tensions may be embraced 
and how it is possible to develop effective school improvement strategies. 
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1.7.7 Chapter 8 – Leadership. Teacher-leaders operate from a pivotal position in a 
school as they influence the leadership team as well as working alongside teachers. This 
chapter examines the ways in which teacher-leaders reflect upon the leadership structure in 
their schools, particularly the leadership team, the role of team leaders, and their own role as 
a teacher-leader. The analysis and discussion in this chapter is framed around reflection on 
these different layers of leadership and evident tensions. I explore how tensions can be 
embraced by considering analogy and acknowledging the existence of layers of leadership in 
school systems.  
1.7.8 Chapter 9 – Knowledge. In this chapter I explore the tension between explicit 
and tacit knowledge, particularly the notion that explicit knowledge is, at times, valued over 
tacit understandings. The knowledge drawn upon when reflecting-in-action is examined and 
I explain how I encourage the articulation of this knowledge through constructing pattern-
block representations. A Knowledge Landscape Metaphor is introduced to discuss the 
relationship of reflective practice to tacit and explicit knowledge. By recognising that a range 
of knowledge co-exists in practice, I discuss how I encourage shared understandings and 
how I assist in make thinking visible. 
1.7.9 Chapter 10 – Interaction. This chapter explores the tension related to my belief 
whether my role is that of a coach or a consultant when encouraging reflection. By 
examining my interactions with teacher-leaders, I identify key differences between coaching 
and consulting, and develop a continuum of interactions to explore the transition from one 
interaction to another. 
1.7.10 Chapter 11 – Final reflections. This chapter draws together my reflections 
related to the statements which describe reflection-in-action and the implications for practice, 
and suggests new understandings related to self-study methodology as a stimulus for further 
thought. 
The discussion reflects the research intentions and suggests ways forward in the reflective 
practice of teacher leadership and encouraging reflective practice. I then provide new 
directions and suggestions for future research, which includes a section on insights into self-
study methodology and the “not self”. Finally, I consider the benefits of this research from a 
range of perspectives before concluding with a thesis overview.  
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Chapter 2 
 
Reviewing the Literature 
We need a kind of thinking that reconnects that which is disjointed and compartmentalized, 
that respects diversity as it recognizes unity, and that tries to discern interdependencies. We 
need a radical thinking (which gets to the root of problems), a multidimensional thinking, and 
an organisational or systemic thinking. (Morin, 2008, p. 42) 
2.1 Preface 
This chapter presents a review of literature related to reflective leadership practice. It begins 
with an in-depth discussion of reflective practice, tracing its development and highlighting the 
knowledge used when reflecting-in-action. Following this, leadership structures in a school 
are examined, with a focus on the fluid nature of teacher leadership and the ability to move 
between layers of leadership. The school improvement agenda is introduced as a background 
to this research, with my practice being placed within this context. I explore facets of my 
practice by examining the literature on complex organisations and the importance of 
establishing a vision. Finally, self-study methodology is introduced as a way of researching 
this practice.  
2.2 Introduction 
Rather than identifying a gap in the literature for this research, the research questions for this 
self-study were developed from problematic situations (Schön, 1983) in my practice. My 
practice involves encouraging teacher-leaders to reflect on their leadership practice, and I was 
interested in identifying what they were reflecting on as well as what I was doing as the 
external facilitator to encourage them in this reflection. Therefore as I review the literature, I 
examine concepts and theories behind reflective practice, leadership and the methodology of 
self-study (Brandenburg, 2008; Garbett & Ovens, 2012; LaBoskey, 2004; Loughran & 
Northfield, 1998; Pinnegar & Hamilton, 2009; Samaras, 2011; Samaras & Freese, 2006). This 
then leads me to focus on the school improvement context of my practice by examining the 
concepts of complexity in an organisation and the notion of reflecting on a vision for the 
future. The importance of this review lies in providing a background to the study, locating this 
research within a wider theoretical framework, and linking the choice of methodology to my 
complex practice of encouraging reflective leadership. 
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This review therefore examines literature related to reflective practice (Dewey, 1933; Keevers 
& Treleaven, 2011; Korthagen, 2005; Schön, 1983) including reflection-in-action (Schön, 
1983) and the “swampy zone” of practice (Schön, 1987). The knowledge drawn upon when 
reflecting is explored as accessing tacit knowledge (Nonaka & Takeuchi, 1995; Polanyi, 
1966; Tsoukas, 2005) is of particular interest when encouraging reflective practice.  
A range of leadership structures exists in layers in a school, including the concept of teacher 
leadership (Gunter & Fitzgerald, 2007; Katzenmeyer & Moller, 2009; Mulford, 2008; York-
Barr & Duke, 2004). I focus on formal and informal roles held in a school, and the structures 
related to hierarchy (Mayer, Kuenzi, Greenbaum, Bardes, & Salvador, 2009; Waldman & 
Yammarino, 1999), distributive models (Firestone & Martinez, 2007; Harris, 2008; 
Leithwood et al., 2007; MacBeath, Oduro, & Waterhouse, 2004; Timperley, 2005) and self-
organising leadership (Buck & Endenburg, 2012; De Florio, 2014; Knowles, 2001; 
Robertson, 2007; Ulieru, 2014). 
The context for this research is situated in school improvement (Fullan, 2003; Hord, 2004; 
Sammons, Hillman, & Mortimore, 1995; Timperley, 2011) and organisational learning 
(McMillan, 2004; Tsoukas & Dooley, 2011), with a focus on complexity thinking 
(Antonacopoulou & Chiva, 2005; Begun, Zimmerman & Dooley, 2003; Mitleton-Kelly, 2003; 
Ofori-Dankwa & Julian, 2001; Stacey, 2003), and establishing a vision for the future. There 
has been extensive research on the importance of vision in an organisation and I have focused 
on the work of Senge (1990).  
Gay, Mills, and Airasian (2006) suggest that one determines what has been written on a range 
of topics. I therefore determined what had been previously written on reflective practice and 
was able to make links and establish common themes between reflective practice and self-
study methodology; between complexity thinking and reflection-in-action, and between 
school improvement and organisational learning. 
2.3 Reflective Practice 
Reflection is a specialised form of thinking. Contemporary thought on reflection originates 
from the seminal work of psychologist John Dewey (1933) and philosopher Donald Schön 
(1983). For Dewey (1933), reflection involves thoughts which are “linked together so that 
there is a sustained movement to a common end” (p. 5), and he defines reflection as the 
‘‘active, persistent and careful consideration of any belief or supposed form of knowledge in 
the light of the grounds that support it and the further conclusions to which it tends’’ ( p. 9). 
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The emphasis is on the process of action or movement when reflecting. Dewey (1933) 
considers the relationship between different forms of knowledge, including feelings and 
intuition, and emphasises that reflection must not be reduced only to its cognitive aspects. 
When one reflects upon their current context or their directly experienced situation, they draw 
upon both explicit and tacit knowledge, and when faced with doubt, perplexity or hesitation, 
they attempt to make sense of this situation. The interaction one has with the world is initially 
through primary experiences and these underlie the secondary experiences of knowing, 
thinking or reflecting. Dewey (1933) establishes the idea that reflection is active, often 
prompted by situations that are perplexing, and that people draw upon a range of knowledge 
as they reflect, and he states: 
In every case of reflective activity, a person finds himself confronted with a given, 
present situation from which he has to arrive at, or conclude to, something that is not 
present. This process of arriving at an idea of what is absent on the basis of what is at 
hand is inference. What is present carries or bears the mind over to the idea and 
ultimately the acceptance of something else. (p. 190) 
Dewey’s (1933) ideas on reflective practice were built upon and expanded by his student 
Donald Schön (1983, 1985, 1987, 1991, 1995). Schön (1983) researched the type of 
reflection professionals used and the ways they went about doing their thinking and their 
work. He explains this process as: 
The practitioner allows himself to experience surprise, puzzlement, or confusion in a 
situation which he finds uncertain or unique. He reflects on the phenomenon before 
him, and on the prior understandings which have been implicit in his behaviour. He 
carries out an experiment which serves to generate both a new understanding of the 
phenomenon and a change in the situation. (p. 68) 
I believe reflection is not just simply “looking back on what you have done”, as this does not 
assist in the practice of working out what to do amidst the demands of everyday situations 
(Beckett & Hager, 2005; Yanow & Tsoukas, 2009) and I concur with Boud, Cressey, and 
Docherty (2006) when they state that reflection can be seen as taking a future-oriented stance 
where one looks backward and at the same time looks forward. Therefore, reflective practice, 
paradoxically, can be seen as futures oriented rather than only focusing on what has happened 
in the past. Following this line of thought, Keevers and Treleaven (2011) suggest that in an 
organisation, reflection has complex meanings that are not limited to the “language of optical 
metaphors” (p. 507) or mirrors.  
Structured reflective practice is difficult to achieve in the busy day-to-day demands of 
practice and even if it is identified as a priority (Mueller, 2003), it is not always done. 
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Reflective practice can therefore be thought of as future oriented as “it is anticipatory as the 
practitioner ‘holds’ themes, threads, feelings, the spoken, the partially spoken, and the 
emotional quality of the emergent conversation while attending and responding in the intense 
flux of practice”(Keevers & Treleaven, 2011, p. 512). The idea of reflection looking 
backwards and looking forwards intuitively emphasises the action which Dewey (1933) 
discusses when considering reflective practice. 
Ghaye (2000) questions if “reflective practices offered us a way of trying to make sense of the 
uncertainty in our workplaces and the courage to work competently and ethically at the edge 
of order and chaos” (p. 7) and therefore reflective practitioners are encouraged to consider the 
phenomenon before them as they aim to implement change. Reflection has long been linked to 
personal learning and is also a theme in organisational learning (Cope, 2003; Cunliffe & 
Easterby-Smith, 2004; Jordan, 2010; Korthagen, 2005; Reynolds & Vince, 2004; Yanow & 
Tsoukas, 2009). For organisations to learn, people must learn, and if one coaches people to 
reflect, it not only changes them, it also changes the organisations in which they work (G. 
Evans, 2011).  
It is recognised that reflective practice draws upon a range of knowledge (Baumard, 2001; 
Botha, Kourie & Snyman, 2008; Rouleau, 2005; Tsoukas, 2003); however, in my practice I 
noted that at times explicit knowledge was given more credence than intuitive or tacit 
knowledge. Knowledge that has been previously articulated is easier to define than tacit 
knowledge, which is “subjective and intuitive, something not easily visible or 
expressible…insights, intuitions or hunches – the ‘wisdom’ inside our heads” (Rowe & 
Christie, 2008, p. 510). Words such as “insight”, “intuition” and “hunch” describe the tacit 
nature of this knowledge and are best considered indicators of what is involved in such 
understanding: 
The epitomes cannot be apprehended as synonyms to tacit knowledge as there can be 
different meanings in them in addition to the tacit knowing. They are rather to be seen 
as indicators of tacit knowing being used as they stand as symbols of tacit knowledge. 
(Haldin-Herrgard, 2000, p. 2) 
Tacit knowledge can therefore be described through the use of epitomes (Haldin-Herrgard, 
2003; McAdam, Mason, & McCrory, 2007). By using indicators that tacit knowledge is 
being drawn upon, it is possible to identify when it surfaces in transcripts and audiotapes. 
I now examine the relationship reflection has to intuition, or tacit knowledge, before stating 
the case that when reflecting, there is a need for a complementary approach to knowledge, 
where both explicit and tacit knowledge can be draw upon. 
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2.3.1 Reflection and intuition. Schön (1983) defines reflective practitioners as those 
who are not just skilful or competent but thoughtful, wise and contemplative, and also those 
whose work involves intuition, insight and artistry. A connection that can be drawn between 
tacit knowing and reflective practice is where expert practitioners often “know more than 
they could say” (Schön, 1983; Polanyi 1966). Tacit knowledge exists in the routines, 
discussions and experiences of people operating in a given context (Lam, 1998; Wenger, 
McDermott, & Snyder, 2002). It is a relational process rather than something that resides 
only in individual minds (Geiger & Schreyögg, 2009) and this has relevance for reflective 
practice facilitated by the external facilitator. A teacher-leader’s role in change is informed 
by practical knowledge (Rouleau, 2005), and this is evident when they have an 
understanding of the “unspoken or the invisible structure of a situation which is acquired 
through time” (Baumard, 2001, p. 66). This practical knowledge is referred to in a number of 
different ways in the literature such as “know-how” (Ryle, 1973) and “tacit knowledge” 
(Nonaka & Takeuchi, 1995; Polanyi, 1966; Tsoukas, 2005). 
This link between reflection and intuition is also articulated by Korthagen (2005), where he 
describes how an employee in an organisation uses their intuition to locate the essence of a 
situation, and then reflects on the logical steps which give shape to that intuition. This 
knowledge that lies beneath the surface has been described as not being able to be expressed 
directly in linear language (Davis-Floyd & Arvidson, 1997; Goldberg, 1983; Parikh, 
Neubauer, & Lank 1994). Actions in everyday life are often intuitive. Schön (1995) also 
refers to this intuition, using the term “knowing-in-action” as this action is difficult to 
articulate and can be considered as a tacit process. Schön (1995) further states that “knowing” 
is in our action which Polanyi (1966) calls “tacit knowing” and it is this skill that assists 
practitioners. 
Making reasoning processes explicit by bringing them to the surface is the purpose of 
reflection; however, this is not a simple process due to the tacit nature of this reasoning. When 
something appears to work, one continues doing it; it becomes automatic and therefore 
difficult to describe and “it is only when something goes wrong or something unexpected 
happens that we may stop and think about what we did and what we could do or should have 
done in the situation” (Maughan, 1996, p. 59). From my experience working with teacher-
leaders, I have evidence that expert practitioners have developed these depths of intuitive 
practice. 
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Korthagen (2005) suggests that it is not so much whether intuition or reflection exists but 
rather the importance is in having the competence to connect the two in dealing with 
situations. Reflection can be explained as a process of “surfacing tacit understandings so that 
they can be examined, critiqued, developed and re-framed” (Elliot, 1991). Schön (1983) also 
believes reflection should be considered intuitive or creative, and that reflective practice is 
futures oriented and draws upon a range of knowledge. As knowledge is articulated and 
becomes explicit, situations arise that puzzle or intrigue a practitioner, where they are required 
“to ponder the meaning of what has recently transpired” (Raelin, 2001, p. 11). This research 
takes the stance that a reflective practitioner considers situations by drawing upon explicit 
knowledge as well as their intuition or tacit understandings.  
This complementary approach to tacit and explicit knowledge is supported by a number of 
researchers (Hedesstrom & Whitley, 2000; Hildreth & Kimble, 2002; Polanyi, 1966; Tsoukas, 
2003). Neither tacit nor explicit knowledge makes sense without the other, as tacit 
understanding is involved in any explicit statement (Oguz & Sengun, 2011). However, not all 
tacit knowledge can be articulated or made explicit, and it is sufficient to say “knowledge is 
complex and is neither purely tacit nor explicit but dynamic and constantly changing (Martin 
et al., 2004, p. 27). Tacit and explicit knowledge can also be seen as being on a continuum or 
a spectrum rather than as definitive points (Botha, Kourie, & Snyman, 2008; Kogut & Zander, 
1992), and although there are differences between these types of knowledge, one way of 
looking at them is that they are either side of the same coin (Tsoukas, 2003). This knowledge 
informs one’s reflection about their practice, and I now explore the links between reflection 
and practice, focusing on the concept of a reflective conversation with the situation (Dewey, 
1933; Schön, 1995). 
2.3.2 Reflection and practice. Reflection assists a practitioner to consider and criticise 
surfacing tacit knowledge, and this helps them to make sense of new situations. A reflective 
practitioner is different to being an expert practitioner. Schön (1983) explains reflection 
serves as a corrective for over-learning. The term “over-learning” describes what occurs if the 
routine practices and assumptions of the expert are not challenged and therefore never change 
or adopt. 
Knowles and Cole (1994) suggest that reflection refers to the “ongoing process of critically 
examining and refining practice” (p. 11) and, therefore, reflection and practice is inextricably 
linked. Reflective practice involves negotiating “complexity, uncertainty, and instability, 
uniqueness, and value conflict” (Schön, 1983, p. 18). Negotiating implies action, 
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acknowledging complexity and moving between uncertainty and certainty. Therefore, in a 
research setting, a process is required to explore this dialectical movement. 
Reflective practice is a problem-setting exercise rather than a problem-solving one as it “rests 
on a learned capacity to raise questions, including of oneself, more than on an ability to 
provide answers” (Yanow & Tsoukas, 2009, p. 21). In real-world practice, problems do not 
present themselves to the practitioner as given and “they must be constructed from the 
materials of problematic situations, which are puzzling, troubling, and uncertain” (Schön, 
1983, p. 40). Problem-setting is different to problem-solving, as it is a process which assists 
the practitioner in arriving at the decisions they need to make and the way they decide to do 
this. 
Thoughtful practice is grounded in uncertainty (Schön & Rein, 1994) and tends to use 
tentative language. When the language used is not definitive, and the practitioner reflects, 
they attempt to articulate tacit and “spontaneous intelligence” (Furlong & Maynard, 1995). 
Dewey (1933) terms this as a “reflective conversation with the situation” and this is the locus 
of reflection-in-action as Schön (1995) describes: 
Thought intertwined with action, reflection in and on action, which proceeds from 
doubt to the resolution of doubt, to generation of new doubt. For Dewey, doubt lies not 
in the mind but in the situation. Inquiry begins with situations that are problematic – 
that are confusing, uncertain, or conflicted, and block the free flow of action. The 
inquirer is in, and in transaction with, the problematic situation. (p. 31) 
This reflective conversation with the situation, where practitioners reflect upon and move 
between uncertainty and certainty, instability and stability in a dialectical fashion, sets the 
scene for an examination of what Schön (1983) terms “reflection-in-action”. 
2.3.3 Reflection-in-action. Schön (1983) offers the terms reflection-on-action and 
reflection-in-action to describe different types of reflective practice. Reflection-on-action is 
where a practitioner reflects on what has already happened, where the action has already 
occurred. A practitioner also reflects-in-action and this involves “knowing-in-action”, which 
is described as a type of tacit knowledge. 
Yanow and Tsoukas (2009) built upon the work of Donald Schön by further developing the 
concept of reflection-in-action in professional practice settings, suggesting reflection-in-
action and reflection-on-action form the two ends of a continuum of reflective practice. I 
now focus on examining the process of reflection-in-action. 
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The “action” involved in reflection-in-action has been alluded to by a number of researchers. 
Reflection-in-action can be considered “a rapid intuitive process” (Eraut, 1995, p. 9). This 
rapid, intuitive process has been described by Munby and Russell (1989) as reflection being 
“in” the action. When reflecting-in-action, doing and thinking are complementary, and each 
sets a boundary for the other, moving between doing, then thinking and then doing again. 
Schön (1983) was convinced that professionals knew more than they articulated and the 
following quotation describes this process of reflection-in-action: 
He reflects on the phenomenon before him, and on the prior understandings which 
have been implicit in his behaviour. He carries out an experiment which serves to 
generate both a new understanding of the phenomenon and a change in the situation. 
(p. 68)  
The importance of considering the movement involved in reflection-in-action lies in how a 
practitioner reflects “in the action”, the thinking occurs in the present, where it is still 
possible to make a difference to the outcomes of this action (Schön, 1995).  
Reflection-in-action as a concept is not straightforward or easily understood, and there is an 
argument that whilst there is valuable work exploring how organisations can encourage 
reflection-on-action, less is known about how organisations fostered reflection-in-action 
(Jordan, Messner, & Becker, 2009; Keevers & Treleaven, 2011; Yanow & Tsoukas, 2009). 
Thinking about action, is itself action (Munby & Russell, 1989) and reflection-in-action can 
also be experienced whilst reflecting-on-action, as this occurs when data is examined in a 
new light, where alternative pathways and actions are considered and when examining the 
puzzles of professional practice.  
The focus on reflection-in-action in this research is based on the premise that practitioners 
reflect on complexity and uncertainty, and this type of reflection is a method of researching 
within a practical context, linking the “art of practice in uncertainty and uniqueness to the 
scientist’s art of research” (Schön 2003). Such reflection takes place in the “midst” of action 
(Yanow & Tsoukas, 2009), and, therefore, to reflect-in-action, a professional uses their 
expertise to rapidly and intuitively reflect whilst they are in their practice. There are two key 
elements to reflection-in-action to which I now draw attention: they are the concepts of 
“talking back” or “back-talk”, and “reframing”, and these concepts have relevance to the 
methods used in this research. 
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2.3.3.1 Back-talk. Reflection-in-action involves reflective “conversations” in which the 
practitioner is listening to the “back-talk” of a situation. By remaining open to possibilities 
and being alert to this back-talk, the practitioner is in a position to reflect-in-action. A 
reflective practitioner’s tacit understandings precede their ability to articulate them (Nicolini, 
Gherardi, & Yanow, 2003; Styhre, Josephson, & Knauseder, 2006; Taylor, 1993).When faced 
with the “materials” of reflection, which may involve sketches, symbols, metaphors, analogies 
or photographs, the reflective practitioner experiences unexpected feedback. Schön (1983) 
describes this feedback as “back-talk”, and because it presents us with puzzles and surprises, 
it tends to be treated differently from the feedback we may have expected. 
Yanow and Tsoukas (2009) call for a more nuanced understanding of this surprise as they 
believe this provides practitioners with a deeper understanding of reflection-in-action. They 
also discuss how the “materials” of the practice “talk-back” to the practitioner, where they 
note that something is not quite working or a situation has arisen where there is a complete 
breakdown. Once these surprises or problematic situations are noted from back-talk, the next 
stage is to do something about it by reframing the situation. 
2.3.3.2 Reframing. Teacher-leaders use their knowledge and skills to grapple with 
change and, in this process of sense-making, they attempt to enact the environment they are 
aiming to adapt to. Choo (1996) explains this process: 
In creating the enacted environment, they attend to certain elements of the 
environment- they selectively bracket actions and texts, label them with nouns, and 
look for relationships. When managers enact the environment, they construct, 
rearrange, single out, and demolish many “objective” features of their surroundings … 
they unrandomize variables, insert vestiges of orderliness, and literally create their 
own constraints. (p. 333) 
For new perspectives to be developed, practitioners require opportunities to see events of 
practice in different ways, as this is the first step towards changed practice. Reframing 
involves setting as well as solving problems, “a process in which interactively we name the 
things to which we will attend and frame the context in which we will attend to them” (Schön, 
1983, p. 40). Reflective practice enables one to examine data in a different way through 
reframing a situation which involves “seeing quite differently the events of a puzzling 
practical problem” (Munby & Russell, 1989, p. 34). Yanow and Tsoukas (2009) suggest 
reflective practice is an “activity intended to explore other ‘ways of seeing’ than those 
presenting themselves as the most evident explanation” (p. 21). The essence of reframing lies 
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in seeing one thing as another, or by “seeing” the puzzling phenomena as something else. This 
process is seen as essentially non-logical, and is one over which there is little control. 
 
Reframing a situation assists one in understanding evident tensions (Berry, 2007; Bradbury, 
Frost, Kilminster, & Zukas, 2010; Loughran, Hamilton, LaBoskey, & Russell, 2007) as by 
doing this and responding to the back-talk, reframing acts as a “mediating factor in decision 
making, influencing responses and actions” (Berry, 2007, p. 162). Tensions can therefore be 
embraced, and rather than attempting to solve problems, practitioners are able to reframe the 
tensions as “elements that are necessary, even enjoyable, for the growth and learning they 
bring” (Berry, 2007, p. 42).  
Donald Schön’s concept of reflection-in-action provides a reflective practitioner with the 
opportunity to respond to back-talk, noticing where there are tensions and then reframing the 
situation to embrace these tensions. Even though this appears as a straightforward process, 
there is little research to support reflection-in-action in practice. Ruch (2007) puts forward the 
argument that whilst attention has been paid to defining and understanding reflective 
approaches in practice, the operational aspects of reflective practice are under-researched and 
this is supported by Hargreaves and Page (2013). I now examine the concept of what Schön 
(1995) calls “reflecting on reflection-in-action” or as I term it in this research, “meta-
reflection”.  
2.3.4 Meta-reflection. Once reflection has occurred, it is available for further reflection 
and it is then possible to reflect on past reflections or “meta-reflect”. Bullock and Christou 
(2009) consider meta-reflection as a reflection upon a reflection, whereas Schön (1995) likens 
reflecting on reflection-in-action to a basketballer watching a video replay of a game and 
asking questions, reflecting on decisions they had made in their practice. 
Fakirani (2009) proposes that meta-reflection is where one is able to “reflect in the present 
tense about events that occurred in the past, thus the adage reflecting [present] about 
reflection [past]” (p. 7). The idea of meta-reflection provides one with the ability to interpret 
previous reflections whilst providing a window of time to look back with the “possibility of 
hindsight and furthered experience” (Fakirani, 2009, p. 8), and this enables an ongoing 
process of reflection. Meta-reflection enables practitioners to re-assess and take measure of 
their present situation, and it provides opportunities for them to alter their trajectory or re-
evaluate their growth as new policies emerge (Fakirani, 2009).  
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Meta-reflection does not need to be done by the practitioner alone; it is possible for the 
practitioner to be involved in reciprocal reflection-in-action, where a coach and a novice, side-
by-side, engage in conjoint problem-setting to work through the problems. As they reflect and 
talk about situations, they reflect on what they had previously talked about (meta-reflection), 
and in doing so, the novice and master “negotiate the ladder of reflection” (Waks, 2001, p. 
42). Meta-reflection is described as reflecting-on-reflection (Fakirani, 2009). Reflective 
practice is a complex, “messy” problem-setting place where one is required to “think on your 
feet” to “survive”, and it involves reflection-in-action, reflection-on-action and meta-
reflection, and these reflections can be grappled within the “swampy” lowlands of practice 
(Schön, 1983). 
2.3.5 The “swampy” zone of practice. It is recognised that professional practice is a 
challenging place to research, nothing is particularly clear-cut or follows a plan, and there is a 
great deal of intuition and tacit understanding involved. When discussing tensions in practice, 
Berry (2007) makes a link to this “indeterminate swampy zone of practice” stating that little 
of this “swamp” has been mapped. The term a “swampy” zone to describe practice was first 
used by Schön (1983), as he states: 
In the varied topography of professional practice, there is a high, hard ground 
overlooking a swamp. On the high ground, manageable problems lend themselves to 
solution through the use of research-based theory and technique. In the swampy 
lowlands, problems are messy and confusing and incapable of technical solution. (p. 
42) 
Schön (1987) describes the swampy lowlands as an indeterminate zone, a unique and 
uncertain place, one where “technical rationality” is not involved. This is an apt description of 
my practice in encouraging reflective leadership in schools. 
Considering that in this study I am interested in examining reflective leadership practice, I 
now introduce literature related to leadership structures in a school and following this, I focus 
particularly on the literature related to teacher leadership. 
2.4 Leadership Structures 
A variety of leadership structures exist in schools, ranging from formal hierarchies that may 
be resistant to change to self-organising structures that adapt and change continually. 
Hierarchy, as a leadership structure, may have negative connotations, but due to its efficiency 
and flexibility, it is a common feature of complex human organisations and issues relate to 
how hierarchy operates with other forms of leadership. Allocating routine tasks to people in 
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teams works well in a hierarchy whilst complex problem-solving requires a more self-
organising approach to leadership. Hierarchical, distributive and self-organising models of 
leadership are now discussed and compared, which highlight the strengths and weaknesses of 
each structure. I conclude with the argument that we can have all structures operating 
simultaneously in a school. 
2.4.1 Hierarchical leadership. Hierarchical leadership exists in a school and this 
hierarchy directs the organisation through “top-down”, predict-and-control planning and 
management (Robertson, 2007, p. 4).There can also be a “cascade” of leadership in a school 
(Mayer et al, 2009; Waldman & Yammarino, 1999), where vision moves down a hierarchical 
flowchart of positions. The hierarchical, top-down approach offers certain advantages, 
especially if a school is in a state of crisis (Lashway, 1997). In hierarchies, leaders influence 
others and resolve conflict. Hierarchical leadership structures provide a vertical career growth 
pathway, and the use of a title strengthens less courageous employees (Robertson, 2007). 
When there is uncertainty, a school tends to default to a hierarchical leadership structure 
rather than investing in distributive leadership. 
Although there are advantages to hierarchical leadership, there are also issues with this 
approach for modern complex organisations such as a school (Hamel, 2011; Plowman et al., 
2007; Senge, 1990). The principal may be considered the only person who is able to lead the 
school, although Harris (2008) states that schools are “actively dismantling the hierarchical 
model of leadership” (p. 140). The workload of a large organisation has become too complex 
for one person. Schools, in an attempt to move from a hierarchical command and control 
structure to a shared model of leadership, have explored a range of structures including 
distributive and distributed leadership (Harris, 2008; MacBeath, 2003). 
Leavitt (2005) notes how hierarchy as an organising arrangement is resistant to change or 
attack. Even if hierarchy is seen as less than ideal, Pfeffer (2013) claims “hierarchy and its 
consequences seem here to stay” (p. 273) as it is difficult to change the system structure 
which appoints principals. This has implications for school leaders as they recognise the 
hierarchical titles of principal and assistant principal exist, but often the occupants of these 
two positions operate within a leadership team in an attempt to share leadership. Formal roles 
and titles in hierarchical leadership structures are emphasised whilst at the same time 
distributive leadership exists in schools and includes informal roles which offer opportunities 
for teacher leadership. 
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2.4.2 Distributive leadership. A principal’s role in a school is to lead and manage but 
they do not need to lead alone. A leadership team provides the overarching context and 
structure for strategy and vision, and middle managers give input from the bottom-up as well 
as promoting promising initiatives with the potential to reshape leadership team thinking 
(Hoon, 2007). The literature supports the idea that distributive leadership aligns closely to the 
concept of teacher leadership. 
A distributive leadership perspective has similarities to democratic leadership, shared 
leadership and collaborative leadership (Firestone & Martinez, 2007; Harris, 2008; 
Leithwood, Mascall, Strauss, Sacks, Memon, & Yashkina, 2007; MacBeath, Oduro, & 
Waterhouse, 2004; Timperley, 2005).Whilst there are concerns that any type of distributive 
leadership will become the only way of considering delegating leadership to others (Harris, 
2005), this type of leadership is now regularly practiced in schools. Distributive, shared and 
collaborative leadership focuses on the process of leadership rather than roles and is an 
approach in which “reflective practice is an integral part enabling actions to be critiqued, 
challenged and developed through cycles of planning, action, reflection and assessment and 
replanning” (Jones, Hadgraft, Harvey, Lefoe, & Ryland, 2014, p. 9). Reflective practice is 
integral to distributive leadership. Leaders and team members are intertwined and have a 
relationship with each other as a collective body of two or more people (Dubrin, 2007; 
Hollander, 1992). 
Focusing exclusively only on formal processes, or informal processes, limits our thinking 
(Spillane, Camburn, Pustejovsky, Pareja & Lewis, 2008). Distributive leadership emphasises 
the process and considers the interactions. From this distributive perspective, leadership is 
also involved with the interactions of people rather than from the actions of any one leader 
(Spillane, 2005). Randell (1994) suggests that distributive leadership tends to be preferred 
more by women than men, as women have a higher preference for “networking and care for 
the group” (p. 3). Schools interested in distributive leadership therefore have moved from a 
hierarchical, top-down structure as this model can be a barrier to teacher leadership and they 
establish a structure in which teachers participate in development and change (Katzenmeyer 
& Moller, 2009) without necessarily setting the direction. In distributive leadership models, 
the leader’s role may be formal or informal, and the leader enables the process of influencing 
or persuading others in moving in the direction of the person leading. The emphasis is on the 
process, although there is an interest in the interactions that occur. The next leadership model 
discussed focuses on the interactions of team members and there is less emphasis on the 
formal role of leadership. 
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2.4.3 Self-organising leadership. Self-organising leadership focuses on the interactions 
between people and describes a layer of leadership that lies beneath the visible leadership 
structure and is supported by operational leadership. When operating in a self-organising 
environment, leaders are challenged to “move consciously and smoothly among these various 
roles as situations and demands change; this has been termed “the leadership dance” 
(Knowles, 2001, p. 126). This leadership dance enables different people to take the lead at 
different times. 
Robertson (2007) introduces the concept of a “holacracy” as one way of presenting a self-
organising approach to leadership in organisations. While still an emerging practice and yet to 
be explored fully in schools, the holacracy involves a democratic system of overlapping, self-
organising teams. There is not an overall hierarchical leader but rather teams are organised as 
a series of self-organising intersecting circles. A holacracy is not so much about discarding 
hierarchy altogether, but rather it makes leadership more fluid. Robertson (2007) explains this 
type of leadership can be challenging. Everyone involved in a team must ensure there is 
clarity and this can become time consuming; also team members face this challenge without 
the helpful title of authority. Although challenging, Knowles (2001) asserts that people in a 
self-organising organisation remained engaged and connected. Self-organising leadership 
does not imply an organisation is “leader-less”. Knowles (2001) cited Zien (1994), who coins 
the phrase “leader-ful” (p. 121), which means all people in a team took on one of a multitude 
of tasks. In this way, everyone in the organisation is involved in a leadership role, and the 
focus, therefore, is on the interaction of people.  
In a holacracy, all the top-down, supervisory and managerial positions are replaced by 
accountability to the self and to the team circle, with the system attempting to regulate team 
dynamics by eliminating the power of one leader without moving to the “inherent chaos 
characteristic of ‘leaderless, decentralised organisations’ ” (Ulieru, 2014, p. 126). 
Self-organising leadership is complex, but not chaotic, as accountabilities become more 
important than roles. The role is not a position of power; rather the role is replaced by a 
present participle, such as facilitating or developing, rather than the noun facilitator or 
developer. If one were to draw an organisational structure, it would involve intersecting 
circles rather than the traditional organisational chart, with the focus on the interactions 
between people rather than the roles (Chiles, Meyer, & Hench, 2004). A holacracy is similar 
to a “sociocracy” (Buck & Endenburg, 2012; De Florio, 2014), which enables members of a 
team in one layer of a hierarchy to be temporarily promoted as members of the next layer. A 
25 
 
major difference of holacracy with respect to sociocracy is that holacracy is explicitly based 
on a fractal organisation (Raye, 2014; Wheatley, 1994), which is a set of rules where the 
organisational structure is both a “part” and a “whole”. Holacracy as a self-managing system 
draws inspiration from this concept of fractals, which is now explained. 
2.4.3.1 Fractal organisations. The concept of a fractal organisation (Raye, 2014; 
Wheatley, 1994) was inspired by fractal geometry, and particularly by the work of the 
mathematician Benoit Mandelbrot (1924–2010). Examples of fractals occurring in the natural 
world are, a fern leaf, a snowflake, or a head of broccoli, all of which display self-repeating 
patterns at different levels (Merry, 1995). A fractal in a mathematical sense is described as a 
never-ending pattern that repeats itself at different scales. A fractal organisation exhibits both 
“decentralised decision-making at the edges of an organisation and centralised decision 
making at its centre” (Raye, 2014, p. 61). This quotation similarly describes aspects of 
hierarchy and distributive leadership as well as self-organising models. A holacracy aligns the 
structure of an organisation with an organic natural form and replaces artificial hierarchy with 
a fractal “holarchy” (Koestler, 1967) of self-organising teams or circles: 
Each circle connects to each of its sub-circles via a double-link, where a member of 
each circle is appointed to sit on the other, creating a bi-directional flow of 
information and rapid feedback loops. Each circle governs itself by uncovering the 
roles needed to reach the aim of the circle, and assigning circle members to fill them. 
(Robertson, 2007, p. 7) 
Knowles (2001) explains that self-organising leadership exists in the unobserved, unexamined 
patterns and processes that operate below the surface, beneath the operational and strategic 
leadership processes, and this is similar to the concept of a fractal. This is important for this 
study as self-organising leadership models place an emphasis on the existing interaction of 
people and teams and teacher-leaders are well placed to operate at this layer of leadership.  
In summary, self-organising models disperse leadership into all parts of a school, and this 
does not negate the need for hierarchy or distributive structures. Bain, Walker, and Chan 
(2011) explain “focused, informed principal leadership, council validation, proactive SLT 
support and structured departmental activity are as necessary as bottom up support” (p. 715). I 
concur that all layers of leadership are evident in a complex school environment. 
By now examining the literature on teacher leadership, I place this within the broader context 
of school leadership as I focus on teacher-leaders as change agents in the school improvement 
agenda and discuss how they are both a teacher and a leader, having both formal and informal 
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roles. This places teacher-leaders in a position to move fluidly between the layers of 
leadership previously identified. 
2.5 Teacher Leadership 
A teacher-leader’s role in a school is seen as an agent of change in much of the literature 
(Bowman, 2004; Danielson, 2006; Fullan, 2003; Gabriel, 2005; Harris & Muijs, 2003; Hord, 
2004; Katzenmeyer & Moller, 2009; Lieberman & Miller, 2005; Lieberman, Saxl, & Miles, 
2000; Moller, Childs-Bowen, & Scrivner, 2001; Mulford, 2008; Riddle-Fasold, 1992; York-
Barr & Duke, 2004). Teacher-leaders are involved in change processes and are seen as agents 
of this change, and this was an expectation stated in the Victorian Government’s policy 
documents. One of the six professional standards from the Performance and Development 
Guide Teacher Class (Department of Education and Early Childhood Development 
[DEECD], 2004) for a leading teacher states: “Professional standard: Initiate, plan and 
manage significant change in response to new educational directions, and manage the 
planning, development, implementation and evaluation of curriculum policy and programs” 
(p. 20). 
Teacher-leaders are well placed to implement change due to their proximity to the leadership 
team as well as being situated in professional learning teams. 
2.5.1 A teacher and a leader. The term “teacher leader” appears in the late 1980s 
(York-Barr & Duke, 2004) and describes someone who is both a teacher and a leader. 
Katzenmeyer and Moller (2009) state: “Teacher leaders lead within and beyond the 
classroom; identify with and contribute to a community of teacher learners and leaders; 
influence others toward improved educational practice; and accept responsibility for 
achieving the outcomes of their leadership” (p. 6). 
Teacher-leaders are positioned as middle leaders acting as a “conduit between senior leaders 
and the classroom teachers” (Gunter & Fitzgerald, 2007, p. 4). They occupy a middle layer in 
the school organisational chart between senior leadership, such as the principal and assistant 
principal, and classroom teachers (Fleming, 2000; Gurr & Drysdale, 2013). This role includes 
subject coordinators, heads of department, teacher leaders, curriculum coordinators and year 
coordinators (Dinham, 2007; Fleming, 2000; Gurr & Drysdale, 2013; Turner & Sykes, 2007). 
Teacher leadership has similarities to the middle-management concept in organisational 
studies, where leaders play a role in strategic change (Hoon, 2007; Huy, 2002; Rouleau & 
Balogun, 2008). Middle managers have a range of contextual knowledge and experience, and 
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this enables them to be in a central position when influencing and shaping strategy (Dutton, 
Ashford, O’Neill, & Lawrence, 2001; Regner, 2003). Indeed, Regner (2003) notices there is a 
difference between top-down senior management and middle managers, with the former being 
more deductive and the latter being more inductive in their strategising. Deductive strategies 
include using analysis, planning and formal intelligence, whereas inductive strategies are 
more exploratory, based on trial and error and informal noticing, and therefore draw upon 
tacit knowledge. Increasingly, teacher-leaders are seen as motivators and organisers of people 
as well as professional developers and mentors (Dinham, 2007; Fleming, 2000; Wise & Bush, 
1999). Teacher-leaders combine both leadership and management skills to effectively meet 
the requirements of their work (Crane & DeNobile, 2014). 
2.5.2 Formal or informal? Researchers differ quite markedly on their concepts of what 
roles teacher-leaders play. Some consider teacher-leaders to hold a formal role with set 
accountabilities, some see them involved in a more informal role including being a classroom 
instructional leader, whilst others believe that teacher-leaders are “more than teachers yet 
different from administrators” (Danielson, 2006, p. 15).  
A dialectical approach encompassing both informal and formal roles is taken by Harris and 
Spillane (2008), when they discuss distributed leadership: “A distributed model of leadership 
focuses upon the interactions, rather than the actions, of those in formal and informal 
leadership roles” (p. 31). This allows one to consider the relationship between informal and 
formal processes. By focusing exclusively on either limits our thinking (Spillane et al., 2008), 
and both can be considered. MacBeath (2003) uses the term distributive leadership rather than 
distributed leadership, as the term distributive “implies a holding, or taking initiative as a 
right rather than it being bestowed as a gift” (p. 8). The term “distributive leadership” best 
describes the type of leadership in which teacher-leaders are involved in this research.  
2.5.3 Leading a team of teachers. Schools are too complex to be led by just one 
person (Mulford, 2008). Teacher-leaders not only lead a team of teachers but their role is also 
often to transform schools into professional learning communities (Katzenmeyer & Moller, 
2009) by establishing these teams, and they need to be well supported by senior leadership for 
this to happen (Muijs & Harris, 2006). 
Principals recognise this, as Riddle-Fasold (1992) states in a case study of teacher-leaders as 
change agents that she found it surprising that principals tend to be more supportive of teacher 
leadership than the teachers in the school. Distributive leadership assists schools to move 
from a hierarchical, top-down structure as this model can be a barrier to teacher leadership.  
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2.5.4 Hierarchical or teacher-led? Mandated strategies imposed from a leadership 
team are not always effective in organisations as leaders are unable to mandate all aspects of 
change. Strategies that emanate from teams of teachers can also fail as teams may flounder 
when left to their own abilities (Fullan, 1994). Therefore, teacher-leaders are well placed to 
maintain a continuous link between “top-down” and “bottom-up” strategies as they interact 
with both the leadership team and the teachers. When faced with increased accountability, 
school principals often revert to top-down approaches, which threaten the trust and 
collaboration established with teachers (Katzenmeyer & Moller, 2009; Lieberman & Miller, 
2005). Senior management provides the overarching context and structure for strategy, whilst 
middle managers often give input from the bottom-up as well as promoting promising 
initiatives that have the potential to reshape senior management’s thinking (Hoon, 2007). 
Teacher-leaders hold a central position in the fluid ways schools operate (York-Barr & Duke, 
2004). 
My practice involves coaching and consulting with teacher-leaders regarding their planning 
processes for school improvement, and therefore I would visit a teacher-leader in their own 
school setting. 
In the next section I establish the context of this practice. 
2.6 My Practice 
Having set out to discuss reflective leadership practice, I have explored the literature on 
reflection and leadership. I now turn my attention to practice, in particular my practice 
working in school settings. This practice has elements of coaching and elements of 
consulting. I briefly explore the literature on these two roles before I provide the context for 
school improvement that has led me to this research. I then explore two key areas: first, the 
literature on complex organisations, as the methods used in this research involve teacher-
leaders examining the complexity of their current situation; and, second, the literature on 
establishing a vision, as I have an expectation in my practice that teacher-leaders will 
articulate a vision for their future plans. I then conclude this section with a reference to self-
study as an effective methodology to research my practice.  
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2.6.1 Coaching and consulting. Coaching initiatives were introduced into Victorian 
public schools in 2008 to support significant change as this provided a foundation for teacher 
reflection, action research, collaboration, and informed decision-making, all of which could 
lead to significant educational change and improved student achievement (Killion, 2003; 
Norton, 2001; Swartz, Klein, & Shook, 2001). Typically a coach is a professional who has a 
strong understanding of system, regional, network and school contexts. To build teacher 
capacity, coaches require strong disciplinary and pedagogical content knowledge, which 
includes knowledge of effective planning, assessment and instruction strategies. They support 
adult learning by challenging beliefs and guiding exploration (DEECD, 2010). Coaches 
contribute to the broader school improvement agenda by working with school leadership 
teams to ensure practices and strategies to enrich teaching and learning are implemented 
(DEECD, 2010). Coaching can be described as “a human development process that involves 
structured, focused interaction and the use of appropriate strategies, tools, and techniques to 
promote desirable and sustainable change for the benefit of the “coachee” and potentially for 
other stakeholders” (Cox, Bachkirova, & Clutterbuck, 2014, p. 1). The coach and the coachee 
ideally are in an equal relationship with no hierarchy (Cox et al., 2014; O’Broin & Palmer, 
2009), and coaching interactions provide a focus for conversation as well as encouraging 
times for “lighter moments” (Clutterbuck & Megginson, 2005). Structured conversation can 
be seen as a coaching interaction, which assists people to improve their performance (van 
Nieuwerburgh & Passmore, 2012; Zeus & Skiffington, 2008). Consulting also requires a 
conversation, and if the relationship is respectful, those involved are amenable to suggestions 
regarding their practice. Literacy and numeracy consultants work alongside regional coaches 
and also facilitate professional learning for teams as well as at the whole school level.  
The concepts of coaching (Cox et al., 2014; Crow, 2012; Macklin, 2012) and consulting 
(Degenhardt & Duigan, 2010) have been extensively discussed in the broader literature. 
Concepts such as coach, mentor, consultant and critical friend are used by both coaching and 
consulting researchers. These terms may have different meanings in each professional 
learning context, thereby resulting in confusion and crossovers, yet there were some agreed 
aspects. Coaching has been referred to as a problem-setting approach (Hermel-Stanescu & 
Svasta, 2014; van Genderen, 2014), whereas consulting is based on a more problem-solving 
approach (Keltto, 2010). Coaching and consulting are both related to change (Bennett & 
Bush, 2013) and require trust and credibility between the person being coached and the 
external facilitator of the conversation (Alvey & Barclay, 2007; Cox, 2012), with both 
occurring simultaneously in schools. Coaching and consulting approaches were an integral 
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part of supporting teachers and leaders in the school improvement process. Another approach 
used was the development of plans and visions.  
2.7 My Context: Planning for School Improvement 
During the period (2000–2012) Victorian Government primary schools were required to 
develop a three-year “whole school strategic plan” and an “annual implementation plan”, 
which was to be based on the strategic plan. These plans established a vision, goals and 
targets, and guidelines were published for preparing the plan. A three-part template was 
provided; part one was the school profile; part two was the strategic intent, which listed goals, 
targets and key improvement strategies; and part three was an indicative planner of these 
strategies. A literacy and numeracy plan was then developed from the annual implementation 
plan. This hierarchy of plans contained the vision for improvement in a school. These plans 
existed in schools across Victoria and evolved from research on models for school 
improvement. 
Two models informed this period of school improvement: the Design Model (Hill & Crévola, 
1997) and the Effective School Model (Sammons, Hillman, & Mortimore, 1995). Planning for 
literacy and numeracy improvement in Victorian primary schools in 2002 was heavily 
influenced by the Design Model (Hill & Crévola, 1997). This model was based on a set of 
general whole-school design elements that were considered when planning to improve student 
learning. The elements included home, school and community partnerships; leadership and 
co-ordination; standards and targets; intervention and special assistance; monitoring and 
assessment; school and class organisation; classroom teaching strategies; and professional 
learning, all of which were underpinned by beliefs and understandings. Each design element 
was interrelated, and although they could be considered individually, it was important to 
consider them holistically as well: 
Whole-school design approaches depend to an extraordinary degree on the leadership 
provided by the principal and senior administration of the school, since only they are 
in the position to make sure that each of the design elements is attended to and brought 
into alignment. (Hill & Crevola, 1997, p.7) 
This concept of a range of elements being brought into alignment for a focus on literacy or 
numeracy demonstrated the need for a coordinated approach to planning. The leadership 
team, consisting of the principal and teacher-leaders, required a clear understanding of what 
was happening in its school (the current situation), what the team would like to happen (the 
vision), and how the elements were connected. 
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The Effective Schools Model (Sammons, Hillman, & Mortimore, 1995) became the next 
model to influence school improvement planning. The elements of this model included 
professional leadership, a focus on teaching and learning, purposeful teaching, shared vision 
and goals, high expectations for all learners, accountability, learning communities, and the 
provision of a stimulating and secure learning environment. This model was used by schools 
involved in a range of Australian National Partnership initiatives such as the improving 
literacy and numeracy initiatives in Victoria (2008–2012). The Effective Schools Model was 
used to establish plans that had a literacy and numeracy focus, and one element of those plans 
highlighted the importance of ensuring a school had explicit shared vision and goals: 
“Effective schools demonstrate a clear and shared understanding of their goals, which are 
focused on student learning, sustained improvement and problem-solving. Sharing the vision 
and goals captures and communicates the school’s core purpose and beliefs” (Sammons, 
Hillman, & Mortimore, 1995). 
Primary schools were found to be more effective when there was consensus regarding the 
vision for a school, and that this was combined with consistent and collaborative ways of 
working (Cohen, 1983; Mortimore, Sammons, Stoll, Lewis, & Ecob, 1988). Sharing the 
school’s vision amongst teams of teachers was often a teacher-leader’s role. A reflective-
planning template based on a framework for guiding reflective activities using the three stem 
questions of “What?, So what?, and Now what?” (Borton, 1970; Rolfe, Freshwater, & Jasper, 
2001) also provided a structure for conversations regarding school improvement plans. This 
framework held potential when exploring what it was that teacher-leaders reflected upon. 
2.7.1 The role of professional learning teams. The policy document, Towards 
Victoria as a Learning Community (DEECD, 2012) encourages a move away from regional 
department-based consultants based on the belief that “teachers often support each other to 
improve through team-based professional learning, but such practices could be more 
consistent and widespread” (p. 11). 
This statement assumes the position that teachers support each other through team-based 
professional learning. A body of research supports the idea that teachers learn best in teams 
situated in their school (Griffin, Murray, Care, Thomas, & Pierina, 2010; Hopkins, 2011; 
Hord, 2004; Stoll & Seashore, 2007; Timperley, 2011). Professional learning teams existed in 
schools in Victoria, although many of these teams focused on administrative functions rather 
than on teaching and learning. Modern schools are now considered to be complex 
organisations, where leaders are involved in school improvement plans and are actively 
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involved with the leadership of professional learning teams. My practice involves working 
with teacher-leaders as they reflect upon the professional learning teams they are leading. 
The problematic situation in my practice involves me understanding a teacher-leader’s unique 
and complex setting, so that I am aware of what challenges they are facing. To do this I 
needed to acquire an understanding of their current situation. Consequently, I examined the 
research literature on complex organisations to assist me with this understanding. 
2.8 Examining Complex Organisations 
Schools are complex organisations (Degenhardt & Duignan, 2010; Evans, 1996; Fink, 2000; 
Fullan, 2003; Hargreaves 1995; van Veen & Lasky, 2009) and there is extensive research that 
considers this complexity in organisations (McMillan, 2004; Tsoukas & Dooley, 2011). The 
past research into complex organisations has encompassed a number of theoretical 
frameworks from different disciplines including research related to complexity theory 
(Antonacopoulou & Chiva, 2005; Begun, Zimmerman & Dooley, 2003; Mitleton-Kelly, 2003; 
Ofori-Dankwa & Julian, 2001), complexity thinking (Davis & Sumara, 2008; O’Day, 2002; 
Tsoukas & Hatch, 2001; Varney, 2007) and complex adaptive systems (Morel & Ramanujam, 
1999; Stacey, 2003). 
Complexity research emanates from a metaphorical, biological or ecological approach to 
considering the complexity of systems, where connectivity, patterns of communication, 
feedback, non-linearity, emergence, and the difficulty in expressing ideas are acknowledged 
(Hayles, 1991, 1999). In Latin, the word complexus means “what is woven together” (Morin, 
2007), and this style of thinking seeks to link and connect elements in a setting. Although 
there are differences in thinking related to complexity, the literature supports the practice of 
acknowledging the complexity in a large organisation, recognising patterns that may be able 
to be built upon, and then managing these patterns by making connections. This approach is 
useful when considering the current situation facing a teacher-leader in a school. 
2.8.1 Acknowledging complexity. Complex organisations can be visually mapped. 
However, they have been described as “organisations [that] resemble garbage cans more than 
neat pyramids” (Tsoukas & Dooley, 2011, p. 730). The word “complexity” originally denotes 
embracing or comprehending several elements (Alhadeff-Jones, 2008). 
When organisations consider the processes they use for planning, they embrace many 
elements because the more elements that are considered, the greater the understanding of the 
complexity of the situation, and this reality can look untidy. The complexity of the 
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representation of an organisation, such as a map or diagram, is accepted as literal, analogical 
or metaphoric (Tsoukas, 1991). Complexity theorists of organisation believe that complex 
systems can be thought of as analogies of human action (Fleming & Sorenson, 2001; 
Lichtenstein, 1995; Stacey, 2003). By constructing a visual representation, human interaction 
can be mapped, although Snowden (2002) cautions not to confuse the complex with chaotic: 
In the complex domain we manage to recognise, disrupt, reinforce and seed the 
emergence of patterns: we allow the interaction of identities to create coherence and 
meaning. In a chaotic domain no such patterns are possible unless we intervene to 
impose them; they will not emerge through the interaction of agents. (p. 14) 
By acknowledging complexity, one is then able to focus on evident patterns beginning with 
identifying the perceived reality of the current situation. A complex organisation can be 
mapped, drawn or otherwise abstractly represented but the knowledge of the practitioner 
doing the mapping is also important. “Recognizing that the map is not the territory enables 
practitioners to go beyond institutionalised descriptions of their systems to obtain a 
dynamically contextual understanding of the problems they handle” (Tsoukas & Dooley, 
2011, p. 731). Practitioners often face problems, and these may not be able to be solved, only 
handled or coped with. Tsoukas and Dooley (2011) continue with their explanation of the 
importance of not only mapping a system but also taking into account the knowledge of the 
practitioner: 
Reality is simplified when it is seen as equivalent to its representations. By contrast, it 
is complexified when, as well as representations, practitioners rely on their personal 
knowledge, developed from a historically informed, relationally constituted, bodily 
felt and situationally based reading of the situation they are immersed in. (p. 731) 
The aim is not to simplify a situation but to take into account the deep personal knowledge of 
the practitioner. Once this complexity is acknowledged the next consideration is to recognise 
patterns. 
2.8.2 Recognising patterns. Complex organisations have structures. Reflective practice 
enables a practitioner to reflect upon a range of patterns that exist in a complex organisation 
as they consider the formation and interaction of teams. Complexity literature refers to 
“patterns of organisation”, which develop from local interactions or teams (Horn, 2008).  
Ashmos, Duchon, and McDaniel (2000) state that teams form and re-form, and patterns of 
behaviour emerge from these interactions, which draw parallels with the research on self-
organising systems (Buck & Endenburg, 2012; De Florio, 2014; Knowles, 2001; Robertson, 
2007; Ulieru, 2014). Emerging patterns are not immediately obvious; at times one has to 
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observe situations over time. By reflecting on the interactions of team members, a practitioner 
is able to observe team dynamics. Weick (1979) discusses the concept of a complex 
practitioner as a person who is able to see patterns, and the more experienced and reflective a 
practitioner is, the greater their ability to recognise these patterns in their organisation. 
However, recognising a pattern without reflecting upon its significance does not assist a 
practitioner in coping with complexity. De Gravelles (2009) suggests that it is too easy to get 
caught up looking for patterns rather than consider the significance of the patterns that are 
evident, whereas Uhl-Bien and Marion (2009) emphasise that it is necessary to pay attention 
to the patterns that are important, as there may be an endless stream of events from which to 
draw upon. Therefore the recognition of patterns is not sufficient, and practitioners need to be 
able to reflectively consider and manage these patterns, with the aim being to make 
connections in order to plan for a preferred future. This preferred future can be represented as 
a picture or a model, and the method used in this research draws upon such representations. 
2.8.3 Connectivity and complexity. Connectivity and interdependence are two of the 
key principles of complexity (Antonacopoulou & Chiva, 2007; Mitleton-Kelly,2003; 
Snowden, 2002; Tsoukas & Dooley, 2011; Varney 2007).The aim in making connections is to 
explore new possibilities, since connections, interactions and interdependence play an 
essential role in the emergence of new forms (Houchin & MacLean, 2005). 
A reflective practitioner is interested in new forms, possibilities and making connections and 
attempts to facilitate connections, although the result may or may not be effective. Mitleton-
Kelly (2003) states that when a new person joins a team, the result is unpredictable due to the 
many unplanned interactions that are created. By examining patterns, it is possible for a 
reflective practitioner to consider a range of connections and interactions, realising that some 
of these connections may be more promising than others. 
The ability to make connections also has implications for a researcher when they examine 
patterns in the data. When taking an interpretive perspective, making connections is seen as 
the opposite of more traditional analytic research approaches:  
A complex system is not constituted merely by the sum of its components, but also by 
the relationship between these components. In “cutting up” a system, the analytical 
method destroys what it seeks to understand. (Cilliers, 1998, p. 2) 
Morin (2007) further explores this concept and asserts that our education system has 
domesticated us to separate more than we connect and hence “our aptitude for connecting is 
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underdeveloped” (p.21). He also suggests that to cope with complexity one is required to 
separate and connect, and to analyse and synthesise, and not to favour one over the other. 
This research takes this approach in attempting to understand the complex situation facing the 
practitioner as well as the researcher. 
Teams are connections of people or single elements and form a complex organisation with 
developed structures. In highly dynamic organisations, these teams are flexible and non-linear 
(Fisser & Browaeys, 2010). A reflective practitioner is able to map situations where teams 
have different purposes, structures and roles, and they do this as a way of managing patterns. 
This understanding of complexity assists practitioners as they are able to pay close attention 
to the local context, make connections, and consider flexible planning and their vision for the 
future. 
Once the complexity of a situation is mapped, and once patterns are identified, a practitioner 
is then able to articulate the vision they have for the future. The next section of this review 
discusses the importance of reflecting on and establishing this vision. 
2.9 Vision 
The concept of vision is difficult to define as it “asks us to think about things that don’t yet 
exist” (Lashway, 1997, p. 10). Many researchers have found that sharing a vision increases 
the chances that school improvement efforts succeed (Beer, Eisenstat, & Spector, 1990; Miles 
& Louis, 1990; Norris & Reigeluth, 1991). A shared vision between leaders and followers is 
crucial as it is the key to high performance (Avery & Bergsteiner, 2010; Kantabura, 2008). 
Senge (1990) includes shared vision as one of the five disciplines necessary for a learning 
organisation – the other four are personal mastery; mental models; team learning and systems 
thinking. Shared vision brings these other four interrelated disciplines together. In this section 
I focus on shared vision and how it is described as a “picture” or a mental model. 
Leadership, vision and organisational learning are key elements in the school improvement 
process (Hill & Crévola, 1997; Kurland, Peretz, & Hertz-Lazarowitz, 2010; Sammons, 
Hillman, & Mortimore, 1995). A meta-analysis on data related to the importance of school 
vision (Robinson, Lloyd, & Rowe, 2008) affirms that a leader’s vision and goals make an 
indirect but significant impact on student learning outcomes (Kurland et al., 2010). The leader 
develops a vision (Sharma & Desai, 2008) for the whole school community, which 
demonstrates a holistic view of this community. Vision is a picture of the future, designed to 
demonstrate change, and ideally is accepted by all involved in reaching the destination, it is 
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not a solution to a problem. Achieving a vision is the “daily work of leaders; it is ongoing and 
never-ending” (Senge, 1990, p. 214) and it leads to developing strategies for change. 
Vision cannot remain exclusively with the leadership team, even if it originates there, as a 
shared vision is more effective than a top-down, imposed vision (Fritz, 1999; Kim, 2001; 
Kouzes & Posner, 1997; Senge, Kleiner, Roberts, Ross, & Smith, 1994). The differences 
between a “top-down” and a “bottom-up” vision are that the principal focuses on system-wide 
instructional issues, whereas a teacher focuses more on their role in improving student 
outcomes (Bellon & Beaudry, 1992; Murphy, Everston, & Radnofsky, 1991; Wasley, 1991). 
Teachers are also interested in school decision-making processes such as changing structures 
and instructional practices in the school (Boles & Troen, 1992). This relationship between a 
principal’s and a teacher’s vision can be summarised by stating a leader’s vision tends to 
encompass the whole school whereas a teacher’s vision focuses mainly on individual actions 
for school change. These variations are closely related as they represent different aspects of 
the same vision; therefore, it is important that the relationship between the two is 
acknowledged. 
2.9.1 Picturing the future. Vision in organisations is often referred to as a “picture” of 
the future which one seeks to create. Senge (1990) discusses the idea of unearthing shared 
“pictures of the future” (p. 9).  
Vision is an abstract concept and therefore it assists people when it is made concrete or 
tangible (Beare, Caldwell, & Millikan, 1993; Seeley, 1992). Tangible representations may 
include the development of an image, a drawing or a graphic representation. M. Lipton (2003) 
defines vision as a “vivid” picture of a specific destination; a desired future, which is both 
descriptive and challenging. 
Vision has been referred to as “a signpost pointing the way for all who need to understand 
what the organisation is and where it intends to go” (Nanus, 1992 p. 9) and also as a 
“roadmap” (Allen, 1995; M. Lipton, 1996; Quigley, 1994). However, there is discussion 
about whether the roadmap analogy is really describing strategy not vision. I believe a map is 
not the vision; the vision is the reason for travelling in the first place. Vision represents the 
destination, not the way one gets there. 
Senge et al. (1994) and M. Lipton (1996) state that although vision is about the future, it is 
possible to describe it in the present tense, with M. Lipton (1996) stating “a successful vision 
paints a vivid picture for the organisation and, though future-based, is in the present tense, as 
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if it were being realized now” (p. 85). It is not just an aspirational list of words; rather, it is a 
useful tool that provides an image of what one is trying to achieve (Senge et al., 1994). By 
providing a recognisable picture of the future, vision assists in generating “commitment to 
performance, and emphasises what realistically may be and clarifies what should be” (Allen, 
1995, p. 39).This is important when planning for change. 
2.9.2 Vision and change. An important component in the change process is when a 
leadership team establishes a vision. The link between leadership and vision is significant as it 
becomes the starting point for change and transformation (Collins & Porras, 1994; Dinham, 
2005; Strange & Mumford, 2005). A vision in a school is seen as the basis for communication 
whereby leaders are “able to judge their progress, stay connected with each other, and become 
empowered to make productive changes in classroom practices” (Fridell & Alexander, 2005, 
p. 6), and this ultimately assists in an improvement in student outcomes. 
However, simply providing a picture of a desired future does not ensure that change will 
occur unless it also motivates staff to change their practices. School leaders who implement 
change do so as they “hunger for improvement” (Pejza, 1985, p. 10). A vision has more 
chance of being achieved if it is supported by members of the organisation: 
Unlike goals or objectives with clearly defined measurable ends, they take a broader 
perspective by implying that the vision may never be fully achieved. Visions require a 
dose of idealism and the ability to imagine what an organisation will be like when it 
has solved all its nagging problems. (M. Lipton, 1996, p. 90) 
Therefore, I have proposed in this study that vision is defined as a picture of the future, 
designed to illustrate the change that is desired, and that, ideally, it is accepted by all who are 
involved in moving towards this preferred future position. 
2.9.3 Shared vision. Shared vision (Lambert, 2002; Nanus, 1992; Senge, 1990; 
Westley & Mintzberg, 1989) encourages people to work collaboratively and address complex 
issues. Kurland et al. (2010) remind us that vision is often thought of as being difficult to 
devise as there are no formulas to do this and the process can appear mysterious. Senge 
(1990) discusses the concept of a “creative tension” between where one wants to be and the 
current reality of a situation. The gap between these two creates a natural tension: “without 
vision there is no creative tension” (Smith, 1995, p. 14). 
Although the desire to have a shared vision is important, it does not necessarily mean that the 
vision is automatically achieved. As Murphy (1988) notes, “it is rare to see a clearly defined 
vision articulated by a leader at the top of the hierarchy and then installed by followers” (p. 
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656). Therefore a process is required for this to happen. Teacher-leaders are well placed in a 
school structure to take this vision to teams of teachers and to recognise what other visions 
may exist at different layers. 
2.9.4 Layers of vision. Layers of vision exist within a school and are different for 
teachers, students, curriculum areas and literacy or numeracy. There are often competing 
visions in a school (Beare et al., 1993) as there are personal differences in assumptions, values 
and beliefs. Senge (1990) believes it is important to allow for multiple visions to co-exist as 
leaders attempt to unify and align multiple individual visions. Coleman (2007) in her 
phenomenological study asserts: 
When teachers were asked about their experience, multiple visions were described. 
Teachers could not say why the vision was adopted or how it was created. Teachers 
were confused or simply lacked knowledge. Knowledge about the vision was seriously 
limited. (p. 140) 
When asked how they know if a vision is shared or not, teachers state that if it is shared, it 
would be talked about, and they would see commitment and collaboration (Coleman, 2007). 
Seeley (1992) defines two types of vision apparent in a school, and teacher-leaders are often 
involved in both of these. One vision focuses on curriculum improvement such as a new 
reading program and a second type of vision relates to an organisation’s roles, rules, 
relationships, and responsibilities. 
2.9.5 Connecting vision pathways. Developing a picture of the future is useful for a 
principal but this picture must also provide pathways to guide the school (Fridell & 
Alexander, 2005) and connect all of the teams: 
A vision is truly shared when you and I have a similar picture and are 
committed to one another having it, not just to each of us, individually, 
having it. When people truly share a vision they are connected, bound 
together by a common aspiration. (Senge, 1990, p. 206) 
Kouzes and Posner (2009) emphasise the idea that shared visions are the only visions that 
take hold as even though it may seem counterintuitive, if one connects people deeply into the 
present, they are then able to be lead into the future. The term “visioning” (Bolman & Deal, 
1992; Leithwood, 1994) is used in this research when discussing the process of developing a 
vision. 
Together, vision and plans provide teams with the end goal and at the same time explain how 
they will get there (Fisher 2005). Teacher-leaders aim to achieve common goals and also 
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utilise human and physical resources in the pursuit of these goals (Leithwood & Riehl, 2005; 
Lieberman et al., 2000; York-Barr & Duke, 2004). 
In summarising this section on my practice, I have provided a background to the school 
improvement agenda I was operating in and I have discussed two key elements of my 
practice: the first was the importance of mapping the complexity of a current situation; and 
the second was using this information to establish a “picture of the future” or a vision. I now 
discuss the methodology of self-study as a vehicle to understanding and researching practice. 
2.10 Self-Study as a Methodology to Research Practice 
Even though self-study has assisted teachers and teacher educators in gaining tacit 
understanding of their teaching (Samaras, 2011), as a methodology it has been expanded, 
enabling practitioners from other fields to also gain a greater tacit understanding of their 
practice (Allender & Manke, 2004). Practitioners can use this methodology to engage in 
inquiry that contributes to their own capacity for expertise whilst also contributing to the 
growth of their professions (Wilcox, Watson, & Paterson, 2004). As a methodology, self-
study can be utilised to explore the aspects of practice that may have been previously 
unexamined or under-examined. It is a methodology that is dialogic (Pinnegar & Hamilton, 
2009), whereby critical friends and relevant others assist in constructing a deeper 
understanding of practice (Schuck & Russell, 2005). 
Self-study as a methodology is “a stance that a researcher takes towards understanding or 
explaining the physical or social world” (LaBoskey, 2004, p. 1173) rather than a way of 
knowing or doing research. Self-study movement arose with the aim to “combine the best of 
both worlds: the world of scientific research on education and the world of practice” 
(Korthagen, 1995, p. 100). Therefore self-study is a methodology not a method; it is a way of 
undertaking the research by being directly involved in this research, shifting the perspective 
of the researcher from “the ‘outsider’ looking in on practice to being the researcher analysing 
the practice in the moment of its production” (Garbett & Ovens, 2012, p. 44). 
Self-study, paradoxically, is not primarily about the “self” as it offers a holistic approach. The 
self is included as well as “one’s actions, one’s ideas, as well as the ‘not self’… self-study 
also involves a thoughtful look at texts read, experiences had, people known, and ideas 
considered” (Hamilton & Pinnegar, 1998, p. 236). The “not self” is a complex concept, one 
that requires a stepping outside of self to consider. Pinnegar and Hamilton (2009) describe 
self-study as a study of the space between self and others in practice. This means not just 
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considering what it is one doesn’t know, but examining the understanding of what one does 
know. Self-study methodology is a stance, or a lens (Brandenburg, 2008) one takes to 
research practice and is underpinned by a range of characteristics.  
2.10.1 Characteristics of self-study. Self-study methodology is represented by a 
number of characteristics. However, these characteristics are not exhaustive as it is commonly 
agreed that, “there is no one way, or correct way, of doing self-study; rather, how a self-study 
might be ‘done’ depends on what is sought to be better understood” (Loughran, 2004, p. 15). 
LaBoskey (2004) details five characteristics, which provide an understanding of the 
parameters that represent self-study methodology and these include: 
1. It is self- initiated and focused 
To initiate a self-study, a problematic situation (Schön, 1983) of practice is 
initially identified. This problematic situation necessarily originates from practice 
and is explored in research; therefore, it is self-initiated by the practitioner and 
focused on the practice involved. 
2. The research is improvement-aimed  
There is a continual striving for the improvement of one’s practice as self-study 
research unfolds. During analysis the researcher examines situations which 
provide surprises as well as previously unexamined assumptions of practice. 
3. Self-study is interactive at one or more stages of the process 
The interactive characteristic of self-study is presented in a number of ways. One 
way is by the introduction of a critical friend or colleague: “critical friends are a 
valuable source in the research process for confirming and disconfirming evidence 
for our understandings and assertions for action” (Pinnegar & Hamilton, 2009, p. 
15). Another interaction is the conversation or the dialogue itself as “the use of 
dialogue as an essential element of the coming-to-know process” (Pinnegar & 
Hamilton, 2009, p. 77). 
4. The methods of self-study are multiple and primarily qualitative 
The methods of self-study are multiple and primarily qualitative as they represent 
“a body of practices, procedures, and guidelines used by those who work in a 
discipline or engage in an inquiry” (Samaras & Freese, 2006, p. 56). Data can be 
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drawn from a number of sources including discussions, journals and observation of 
practice (Loughran, Berry, & Corrigan, 2001) and interactions may be “at several 
points and in many ways” (LaBoskey & Richert, 2015, p. 166). The interactions 
captured in self-study assist in providing a voice for the self and also for the other 
voices involved in the research. 
5. It defines validity as a validation process based on trustworthiness (Denzin & 
Lincoln, 2005; Mishler, 1990)  
Validation of self-study research is accomplished through the construction, testing, 
sharing, and re-testing of exemplars of practice (LaBoskey, 2004). Validation with 
colleagues occurs through the researcher developing assertions based on practice 
(Berry & Loughran, 2002; LaBoskey, 2008; Loughran, 2006; Samaras, 2010). As 
assertions make strong claims regarding practice, these can be taken to colleagues 
to confirm whether or not they resonate with their own understandings. In this 
study, I have used the term “statement” rather than the rigid certainty of an 
assertion, as I was seeking a term to encompass the dialectical notion of reflection-
in-action by documenting dynamic tensions (Berry, 2007). 
LaBoskey (2008) explains assertions and their importance related to validation by suggesting 
that: 
We need to make our learning from self-study more accessible to others by stating the 
assertions that result from the research clearly and boldly. Only in that way can the 
ideas be employed, applied and retested by the teacher education community in ways 
that will help us to embrace discard or transform those assertions, this is the essence of 
the validation process for the field. (p. 258) 
Pinnegar and Hamilton (2009) also equate validation with trustworthiness, where the account 
of the research is seen as accurate; where it resonates with others in the practice and offers 
improvement to this practice. The dualistic nature of self-study is demonstrated when it 
involves the individual and the group, the personal and interpersonal, and the public and 
private (Loughran & Northfield, 1998; Samaras & Freese, 2006). Practitioners who are 
seeking an alternative to top-down approaches to improve practice find self-study an 
appropriate methodology as they are able to incorporate tensions experienced in their practice 
(Berry, 2007; Whitehead, 1995). The examination of these tensions provides an analytical 
tool, which is useful for interpreting data in self-study methodology. 
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2.10.2 Tensions. Tensions do not exist in isolation (Berry, 2007). The concepts of 
dialectics and paradox are both considered to be part of the larger “tension family” with 
“tension” being an encompassing term (Michaud, 2013). Self-study practitioners grapple with 
contradiction, paradox and dialectical ideas such as “self/other”, “simplicity/complexity” and 
“research/practice”. Tensions exist when people “find themselves pulled in different 
directions by competing concerns” (Berry, 2007, p. 32). Other researchers describe the 
concept of tensions as “deciding what voices to listen to” (Brookfield, 1995, p. 45) and 
“living contradictions” (Whitehead, 1995). Earlier in this review of literature, the idea of the 
not self was discussed where the “gaze is neither entirely inward nor outward but on the space 
between the self and the practice engaged in” (Bullough & Pinnegar, 2001, p. 15). This space 
inevitably presents tensions, but allows one to explore the contradiction or tension between 
what one believes and what one practises (Whitehead, 1995). There are also tensions 
identified in the concept of reflection (Bradbury et al., 2010). 
Complexity thinking theorists encourage practitioners not to try to resolve tensions and 
paradoxes, but to think “both/and” rather than “either/or” (Stacey, 2003; Varney, 2007). 
Alternatives are not necessarily opposite to each other; rather, they are just different features 
of a situation that are entwined and are complementary. Problematic situations confronted 
Berry (2007) in her self-study research related to her teaching practice, where she analysed 
critical incidents and investigated assumptions. Through her analysis she noticed that teacher 
educators experienced tensions, stating “they attempted to manage complex and conflicting 
pedagogical and personal demands within their work” (Berry, 2007, p. 28). She identified 
tensions as a useful conceptual framework to use as an analytic tool.  
Self-study methodology has its origins in reflective practice (Samara & Freese, 2006) and 
encourages researchers to understand their practice setting (Pinnegar, 1998), and it is within 
reflective practice where a range of methods can be explored to generate data. The next 
section explores the connections between self-study methodology and reflective practice. 
2.10.3 Linking self-study and reflective practice. Self-study researchers were strongly 
influenced by Schön’s (1983, 1985, 1987, 1991, 1995) and Dewey’s (1933) work on 
reflection and reflective practice (Samaras & Freese, 2009). 
Teachers examine their teaching by reflecting on their problems of practice and by becoming 
reflective practitioners (Schön, 1987; Zeichner & Liston, 1996), and this led to a body of 
research that focused on the teacher as researcher of his or her own practice (Cochran-Smith 
& Lytle, 1993). Johns (2000) describes reflection as a “window” through which a practitioner 
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can view and focus on self within the context of their own practice in attempting to 
understand and work towards resolving contradictions. When discussing self-study 
methodology, the self and “the other” are referred to, and although reflection can be personal, 
it is not only the individual that reflects (Korthagen, 2005). 
Reflection also functions within the context of coaching. A coach encourages the reflection of 
the other by asking questions to promote reflective thinking. It is possible to reflect alone, but 
the process of articulation is assisted by the external facilitator. Reflective practice involves 
considering experiences and making connections between knowledge and practice under the 
guidance of an experienced professional (Schön, 1987). Samaras (2011) lists a range of points 
of what self-study is not; one of these is “self-study is not merely reflection” (p. 12). 
Considering that self-study is not just reflection, and reflection can occur outside of self-
study, there is a relationship between self-study and reflection. Whilst self-study as a 
methodology traces its roots from reflective practice, action research and teacher inquiry 
(Samaras & Freese, 2009), it actually builds upon reflection and inquiry. This is an important 
point in explaining the relationship between the two. Self-study builds on personal processes 
such as reflection and inquiry, and then it “takes these processes and makes them open to 
public critique” (Samaras & Freese, 2009, p. 5). Self-study research, therefore, places 
reflective practice in the public domain. 
2.10.4 Self-study and practice. Self-study serves a common purpose of “finding power 
in practice” (Allender & Allender, 2008, p. 145) as it encourages practitioners to become 
researchers and therefore construct the knowledge of their practice. Practice can be viewed 
from a variety of perspectives, and self-study integrates reflection as the tool to do this 
(Dinkelman, 2003; Kosnik, 2001). Self-study also does more than just build on reflection; it 
also promotes it (Dinkelman, 2003; Hug & Möller, 2005). Self-study, in part, is an extension 
of the notion of reflection but it “pushes the virtues of reflection further” (Loughran, 2004, p. 
25) by requiring dialogue, public critique, and presentation from the researcher’s personal 
reflection. So whilst self-study is related to reflective practice, as it builds on and promotes 
reflection, it also encourages the idea of researching one’s own practice and in doing so 
making the reflection public. Self-study is therefore “an extension of reflection on practice, 
with aspirations that go beyond professional development” (Loughran & Northfield, 1998, p. 
15). 
Self-study research communicates the generation of new knowledge and ideas and is a 
platform from which to examine practice, whereas reflection supports methods related to self-
study such as reflection-in-action and the use of a reflective diary or journal to examine 
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practice (Adler, 1993; Ghaye & Lillyman, 1997). Self-study methodology encompasses the 
reflective study of one’s own practice. 
Self-study is concerned with the links between the self and practice; examining taken-for-
granted assumptions of this practice and making private reflection public; while at the same 
time focusing on tensions, dilemmas, and challenges (Loughran et al., 2007). Whatever 
problematic situation prompts a practitioner to undertake reflective practice, it is often the 
noting of a surprise or paradoxical situation which warrants further thought. In self-study, 
tensions are considered inevitable, and once they are identified, they can then be reflected 
upon in an attempt to embrace them. Meta-reflection can also be linked to self-study, 
particularly when used in the validation process of a qualitative study. Self-study as a 
methodology to research practice is therefore an appropriate choice.  
2.11 Chapter Conclusion 
In this chapter, reflective leadership practice has been examined. The discussion began with 
an examination of reflective practice, charting its development from Dewey (1933) to Schön 
(1983, 1995) and beyond. The knowledge used in reflection was examined, focusing on the 
intuition used by practitioners or their personal practical knowledge (Rouleau, 2005). 
Reflection-in-action (Schön, 1983), and the notion of back-talk and reframing was introduced 
and this led to a discussion on the “swampy” zone of practice where this research is situated. 
As the reflective practice I was examining related to leadership, I then progressed to an 
exploration of the literature on leadership structures in schools, arriving at the conclusion that 
hierarchy, distributive and self-organising models co-exist. The literature has assisted me in 
clarifying that teacher-leaders are well placed to move between these levels of leadership. 
I have outlined the context of my practice by providing a background to the school 
improvement agenda in which I operate. I then moved to examine two key areas related to the 
method I use. The first area was to develop an understanding of mapping complexity and the 
importance of identifying patterns and making connections; the second was the exploration of 
the literature on the importance of establishing a shared vision. The final section of this 
chapter introduced self-study methodology as a promising way to examine my own practice, 
and I identified strong connections between self-study and reflective practice. 
The following chapter presents the design of the research study, further expands on the 
methodology, introduces the methods employed and explains the ethical considerations. 
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Chapter 3 
 
Designing the Research 
If there were only one truth, you couldn’t paint a hundred canvases on the same theme. (Pablo 
Picasso, 1966, as cited in Zhang & Wildemuth, 2016, p. 318) 
3.1 Preface 
This chapter describes the design and context of this qualitative research. The research 
framework is established based on the epistemology of constructivism and an interpretive 
theoretical perspective. The methodological understandings of self-study and the methods of 
data generation, including the semi-structured conversation, the reflective journal and the 
validation tool of meta-reflection, are discussed. This chapter details how teacher-leaders are 
invited to become involved in the research, and important aspects of this research including 
trustworthiness, addressing ethical issues and the recognition of limitations are identified and 
discussed. 
3.2 Introduction 
The aim of this research design was twofold. First, I was interested in providing a research 
environment where teacher-leaders were able to reflect on their practice and, second, how as 
the external facilitator, I could encourage this reflection. Self-study methodology (Berry & 
Loughran, 2002; Brandenburg, 2008; Garbett & Ovens, 2012; LaBoskey, 2004; Pinnegar & 
Hamilton, 2009; Samaras & Freese, 2009; Wilcox et al., 2004) is well placed to assist me in 
this endeavour as I could examine both the teacher-leaders’ and my own practice 
concurrently. A key function of my research design was to ensure that the generated data 
enabled the research questions to be answered effectively. Reflections are deeply personal and 
therefore a process was required that encouraged teacher-leaders to articulate what they were 
reflecting on, together with a process that assisted me in accessing these thoughts and 
reflections.  
In line with a constructivist epistemology, my aim was to develop a co-construction of 
meaning (Hayes & Oppenheim, 1997; Pidgeon & Henwood, 1997) that demonstrated the 
subjective relationship between me as the researcher and the teacher-leader as the participant. 
Constructivist principles are based on people learning primarily by actively structuring their 
own experiences through the personal attribution of meaning (Fosnot, 1996) and I adopted 
self-study as a methodological framework to explore this relationship. By deciding on placing 
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a focus on interpretation rather than quantification, I emphasise subjectivity rather than 
objectivity (Denzin & Lincoln, 2005). A reflective journal became an integral part of this 
qualitative research as a method to record my interpretations. 
The method of semi-structured interviewing (Edwards & Holland, 2013; Longhurst, 2016) 
was adapted and I describe this as a semi-structured conversation rather than an interview as it 
was dialogic (Pinnegar & Hamilton, 2009). I also incorporated the construction of pattern-
block representations as part of the process. This form of conversation and the construction of 
pattern-block representations resembles my professional practice, where I visit teacher-leaders 
in schools, and whilst this process assisted me to elicit previously unarticulated reflections, it 
presented a range of challenges in examining and analysing data such as how to interpret 
abstract visual data and connect this to the written transcripts. 
The following sections explore the relationship between the epistemology and the theoretical 
perspective and the consequent methodology and methods selected. Methods of data analysis 
are introduced along with considerations of trustworthiness of the research. 
3.3 Research Framework 
In designing this research, I considered the epistemology, the theoretical perspective, the 
methodology and the methods (Crotty, 1998). The research framework in Figure 3 
demonstrates the relationship between these four elements. 
 
Figure 3. Research framework. Adapted from The foundations of research: Meaning and 
perspective in the research process (p. 4) by M. Crotty, 1998, London, England: Sage 
Publications Ltd. Copyright 1998 by Sage Publications Ltd. 
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A constructivist epistemology is linked to an interpretive theoretical perspective, and they 
form a strong philosophical base for this research (Johnson & Duberley, 2000). The research 
was designed with the aim to explore the “complex world of lived experience from the point 
of view of those who live it” (Schwandt, 1994, p. 118). The theoretical perspective presented 
challenges as the complexity of the research required an innovative approach to the method 
for data generation. The four elements of the research framework (Crotty, 1998) are now 
discussed and expanded upon, and I describe and explain the relevance to this research. 
3.3.1 Constructivism. Epistemology is the study of the theory of knowledge. Western 
and Eastern knowledge philosophies often differ, with Western scholars focusing on the 
“justified true belief” definition, or explicit knowledge dominance (Edvinsson & Malone, 
1997), rather than considering physicals skills, experience and perceptions of practitioners. 
This research focuses on the epistemological assumptions of constructivism (Cobb, 1994; 
Jonassen, 1992; Philips, 1995), which include that 
• reality is local, and there are multiple realities  
• the world is created in one’s mind by interaction with what is occurring in the world 
and is based on interpretation 
• the mind creates symbols by interpreting the world, and these are used to construct 
one’s own reality 
• imaginative thought develops out of perception, sensory experiences, and social 
interaction.  
• meaning is a result of an interpretation and it depends on ones experiences and 
understandings. 
Epistemological constructivism (Gordon, 2009; Kincheloe, 2005) was selected in an attempt 
to understand the present situation facing teacher-leaders. I aimed to assist them to “build” on 
these existing structures as knowledge about the world does not exist just waiting to be 
discovered, but it can be constructed (Fosnot, 1996; Glasersfeld, 1996). Constructivism 
supports the belief that meanings are constructed by individuals from their experiences as they 
construct the realities in which they participate (Charmaz, 2006). Salisbury (2013) states 
“knowledge” is looking at the bigger picture, and attempting to manipulate this picture and by 
taking a constructivist stance, the design of this research enables teacher-leaders to articulate 
and reflect on the knowledge that they had personally constructed.  
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3.3.2 Interpretivism. An interpretive approach to research was chosen as interpretation 
was required when analysing the interaction between the teacher-leaders and myself. At 
times, I interpreted what was being said and done as they reflected (Esterberg, 2002; Mingers, 
2001) as well as interpreting aspects of my practice as the external facilitator of reflection. 
The types of interpretations explored were as follows:  
• Teacher-leaders provided their own interpretations of the situations in their schools as 
they reflected upon and articulated their knowledge of teams and structures and 
created a visual representation. 
• As a researcher, I interpreted the data from transcripts, visual representations and 
considered my reflective journal. 
The research methodology and the methods chosen for this research are now explained, as 
well as how they relate to my interpretation of teacher-leaders’ reflective processes. 
3.3.3 Research methodology and methods. Due to the range of interpretations, it was 
important to consider the research methodology and the methods used to generate data. Crotty 
(1998) explains methodology as the strategy, plan of action, or process behind the method. 
Self-study as a methodology describes the focus of the research, but not how it is carried out 
(Loughran & Northfield, 1998), and it traces its roots from reflective practice, action research 
and teacher inquiry (Samaras & Freese, 2009). Self-study is being increasingly chosen when 
examining professional practice and I selected it to explore my professional practice as the 
external facilitator in schools. I chose the method of engaging teacher-leaders in a data-
generating process based on this practice. A reflective journal was also maintained throughout 
the research and both of these methods have enabled me to best answer the following research 
questions: 
• What do teacher-leaders reflect upon when considering school improvement 
approaches? 
• How does the external facilitator encourage teacher-leaders to reflect upon their 
practice? 
These questions begin with “what” and “how” and therefore it is appropriate that they be 
answered utilising qualitative methods (Cohen, Manion, & Morrison, 2000; Creswell, 2007; 
Miles & Huberman, 1994; Patton, 2002; Yin, 2003). I now further explore the methodology 
of self-study related to this research. 
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3.4 Self-Study Methodology 
As previously discussed in Chapter 2, “Reviewing the Literature”, self-study was chosen as it 
is “a methodology for studying professional practice settings” (LaBoskey, 2004, p. 817). Self-
study is related to reflective practice (Dewey, 1933; Schön, 1983, 1987), and I have sought to 
understand how I might encourage a teacher-leader’s reflective practice. Loughran (2004) 
emphasises that there was more than one way to conduct a self-study and the following five 
predominant characteristics (LaBoskey, 2004) guided this self-study: 
1. It is self-initiated and focused. 
2. The research is improvement-aimed.  
3. Self-study is interactive at one or more stages of the process. 
4. The methods of self-study are multiple and primarily qualitative. 
5. It defines validity as a validation process based on trustworthiness. 
These characteristics are now elaborated on and their relevance to this research explained. 
3.4.1 Self-initiated and focused on my practice. Having taught in classrooms and held 
leadership positions in a number of primary schools in the past, I identified as a teacher. I also 
saw myself as a teacher-educator as I had achieved credibility through many years of assisting 
teachers in their professional learning as a numeracy project officer. “Rigorously conducted 
research does not pretend to be uninfluenced by pre-existing understandings; rather, it actively 
engages these pre-existing theories and assumptions, allowing them to be transformed and 
changed so that new theory can be developed” (Ezzy, 2002, p. xiii). I therefore was able to 
bring many years of practice to influence this research situation. 
As my place of practice involved visiting a school rather than working in a university, I could 
be considered as a teacher-educator in the field. During the early stages of this research, I 
continued working with teacher-leaders, who were also colleagues, through my involvement 
in a close-knit regional education community. This research was self-initiated, based on my 
experience, and I identified a problematic situation related to my practice as the external 
facilitator. 
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3.4.2 Improvement-aimed both at individual and institutional level. This research 
developed from school improvement initiatives in primary schools in Victoria (1999–2012). 
These initiatives were in a constant state of flux, responding to external regional and system-
wide changes in priorities, and included the Early Numeracy Research Project (1999–2001), 
Early and Middle Years Numeracy training (2001), Researching Numeracy Teaching 
Approaches in Primary Schools (2002–03), Mathematics Online Interview (2007) and the e5 
Instructional Model (2009). Improvement in practice can be achieved through building the 
capacity of individuals in schools, and my practice involved working with teacher-leaders as 
they considered the teachers in their schools. The improvement in my practice of encouraging 
a teacher-leader’s reflection was a personal endeavour.  
3.4.3 Interactive at one or more stages of the process. The data-generating process I 
developed was based on the interaction between the teacher-leaders and me being 
conversational rather than of a more traditional interview style. Teacher-leaders were 
provided with the opportunity to interact with the pattern blocks during the data generation 
phase. The ongoing interaction with the teacher-leaders was maintained throughout the 
duration of the research project and included a return visit by me to provide them with an 
opportunity to contemplate further their earlier reflections (meta-reflection). The transcripts of 
interviews were emailed to each teacher-leader and this proved to be a useful strategy for 
validation (Mason, 2002). Email contact was also maintained with the teacher-leaders 
throughout the data generating stage of the research.  
3.4.4 Methods are multiple and primarily qualitative. Qualitative researchers often 
do not separate their lives from their research (Ezzy, 2002, p. xii). The methods used in this 
research were primarily qualitative and similar to the reflective practices I use in my everyday 
practice, and therefore, at times, the line between my practice and this research appeared 
blurred. The transcripts of the semi-structured conversations aligned with the photographs of 
the visual representations and provided a way of cross-checking the intent of a comment or 
reflection, as did my reflective journal. 
3.4.5 Validity based in trustworthiness. The concept of validity was maintained by 
ensuring the research findings were trustworthy. Teacher-leaders were viewed as colleagues 
and I collaborated closely with them by forwarding the transcripts and the photographs to 
them and inviting their responses. 
At the return visit, which occurred six months after the first visit, I presented my initial 
themes and statements and gave them an opportunity to consider their earlier reflections or to 
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“meta-reflect”. The five characteristics put forward by LaBoskey (2004) assisted me in the 
design of this research. Bullough and Pinnegar, (2001) state the aim of self-study research is 
to “provoke, challenge, and illuminate rather than confirm and settle” (p. 20). Self-study 
methodology was the appropriate framework to adopt for this research as it enabled me to 
question my practice as I interacted with each teacher-leader. 
The methods used to generate data are now examined in detail. 
3.5 Methods Used to Generate Data 
In line with the characteristics of self-study methodology, I chose to use multiple qualitative 
methods as the data generated for this study relates to language and learning. If mathematical 
measurement was involved, then quantitative methods would have been appropriate 
(Minichiello, Sullivan, Greenwood, & Axford, 2004). The way these data sets changed in 
response to the research process was also typical of self-study (Garbett & Heap, 2011). In the 
following section, I provide an in-depth explanation of the relationship between the semi-
structured conversations and the construction of the pattern-block representations. 
3.5.1 The semi-structured conversation. In designing the semi-structured 
conversation, a shared common language was required. This language may not necessarily be 
readily understood outside the context of practice. All school improvement strategies were 
based on plans for improvement that related to teachers’ content knowledge, their ability to 
assess and use the information collected to differentiate practice, and their strong focus on 
collaborative learning in professional learning teams. 
Teacher-leaders were expected to implement strategies related to this plan. However, the 
traditional qualitative method of conducting semi-structured interviews would not have been 
adequate to generate the necessary data due to the conversational nature of the discussion and 
the added element of the visual representations included in the complex process. 
Consequently, the semi-structured interview method was modified to become the “semi-
structured conversation” technique. Each teacher-leader participated in a semi-structured 
conversation, which was audiotaped and then transcribed. Photographs of the pattern-block 
representations constructed during the conversation were also attached to these transcriptions. 
In my practice, a teacher-leader and I would normally interact through conversation. However, 
a more rigorous process was required for the research involved in this study and, therefore, my 
conversation with a teacher-leader was structured into two sections termed, “Patterning” and 
“Visioning”. The Patterning process involved a conversation whereby the teacher-leader 
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articulated their current situation and as they spoke, they constructed a visual representation of 
that situation using coloured pattern blocks. Based on this Patterning visual representation, 
they then rearranged the pattern blocks to construct a future vision, and this second section of 
the conversation was termed “Visioning”.  
3.5.2 The pattern-block representations. Visual imagery techniques, such as art, 
concept maps, or cause-maps, serve as catalysts to access a participant’s tacit knowledge 
(Barry, 1996; Pegg, 2007; Wassink, Sleegers, & Imants, 2003). This technique of using visual 
imagery informed the use of pattern blocks to construct visual representations. At the 
beginning of a semi-structured conversation, a teacher-leader was presented with a large 
container of pattern blocks, and I explained that each of the six pattern block shapes 
represented a different element related to school improvement. The links were not random – 
for example, the six-sided hexagon was chosen to represent a team due to the fact that the 
average size of a team in a primary school was six teachers. The blocks and their links to 
school improvement are described in Table 1. 
Table 1 
Pattern Block Elements 
Pattern Block Description of the Element 
A professional learning team (PLT) was represented by 
a yellow hexagon 
 
Teacher-leaders used this block to represent the 
number of teams in the school. They were encouraged 
to place the other pattern blocks close to the hexagon 
if team members were seen as being connected to each 
other. 
Teacher content knowledge was represented by a red 
trapezium 
 
 
There was an assumption that teachers had at least a 
basic understanding of english, maths and other key 
areas of the curriculum. The trapezium was selected as 
the teacher element due to its ability to tessellate to the 
hexagon. The two pedagogical elements consisted of 
the assessment triangle and the differentiation 
rhombus, and these could be placed on top of the 
trapezium, making a “complete” teacher. 
The ability to differentiate practice was represented by 
a blue rhombus 
 
This block pertains to the way a teacher would group 
students according to the assessment they had made 
and the way they catered for the individual learning 
needs of the student. This element was closely linked 
to the assessment and teacher elements. 
An understanding of assessment practices was 
represented by a green triangle 
 
Teacher-leaders had an understanding of formative 
and summative assessment. If an assessment block 
was placed on the teacher block, without the blue 
differentiation block, it implied the teacher assessed 
their students but did not use this information when 
teaching. 
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Pattern Block Description of the Element 
Leadership was represented by an orange square  
 
This block could stand alone, as in a principal, or 
could be attached to a teacher, as in a team leader. 
This block also represents the teacher-leader. 
Vision was represented by a small beige rhombus 
 
This element has two applications: it is placed on a 
leadership block to show that the leader has vision and 
it can also be used as a linking block to demonstrate 
that vision has reached a team or person. 
 
These elements are readily understood by teacher-leaders as they underpin the improvement 
strategies that have been implemented in Victorian schools. They have formed a common 
language amongst teacher-leaders. 
3.5.2.1 Patterning: Developing a visual representation of the current situation. The 
term “Patterning” was used to describe the pattern-block representation, which demonstrated 
the current team structure, and teacher-leaders constructed this representation as they 
articulated their current situation. 
Each team was constructed and this enabled a holistic representation of the school. Half an 
hour was allocated for the Patterning section and this conversation was audiotaped and a 
photograph of the pattern blocks was taken at the end of the process. The Visioning section 
followed immediately after this. 
3.5.2.2 Visioning: Using this visual representation to construct a future vision. The 
term “Visioning” was used to describe the process of moving the blocks in the Patterning 
representation to a preferred future representation. This movement was inspired by the 
concept of reframing (Schön, 1983). Teacher-leaders used only the blocks from the Patterning 
representation, with the exception of the vision elements, where they could add further blocks 
if required. The reason behind only using the blocks from the Patterning representation was to 
emphasise the concept that teacher-leaders had to “work with what they had”. The Visioning 
section, occurring immediately after the Patterning section, was also allocated half an hour. 
Once the Visioning was completed, a photograph was taken of the blocks. This then 
concluded the semi-structured conversation and the time I spent with the teacher-leader at the 
first visit. 
The next data-generating method explained is my reflective journal. 
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3.5.3 Reflective journal. During the data generation and data analysis phase, I 
maintained a journal. Entries were first made following the confirmation of my candidature 
(17 February 2012) and continued on a regular basis until April 2014. This journal was where 
I recorded my reflections, and it assisted me in making my thoughts and feelings explicit, 
which is an accepted practice for interpretivist research (Creswell, 2007; Lather, 1991; 
MacNaughton, 2001) 
By maintaining a reflective journal, I was able to revisit the source of ideas, which had a 
concrete effect on the research design (Ortlipp, 2008). It enabled me to keep a trail of my 
thoughts, which was valuable when considering the trustworthiness of my findings. This self-
study primarily enabled me to become the main “instrument” of data generation and analysis, 
and Creswell (2007) proposes that to acknowledge this, the researcher should maintain a 
reflective journal. As this was a self-study, I was able to track my reflections, note critical 
moments (de Haan, Bertie, Day, & Sills, 2010) and reflect upon my previous reflections. The 
reflective journal was one tool I used to provide validation of the developing statements and 
meta-reflection also assisted in this process. 
3.5.4 Meta-reflection. Using the methodology of self-study, I explored the idea of 
validation based on trustworthiness (LaBoskey, 2008; Mishler, 1990) and I sought this 
through interaction with colleagues and supervisors. 
As I had a collegial relationship (Vozzo, 2011) with the teacher-leaders, I visited each one of 
them approximately six months after the initial visit for the purpose of presenting my initial 
themes and statements to them and asking if these resonated with their practice. These initial 
statements had been identified from analysing the data and I invited their feedback. Each 
meta-reflection session took one hour and was audiotaped as one conversation. Another 
Patterning representation was constructed to demonstrate their new current situation and some 
teacher-leaders also decided to construct a new Visioning representation. Teacher-leaders 
were well positioned to act as critical friends (Loughran & Northfield, 1998; Pinnegar & 
Hamilton, 2009), and during the meta-reflection section, they were invited to comment on my 
practice as they were my colleagues. I was aware that although I didn’t have a designated 
critical friend, their responses to my initial themes and their ability to reflect on their previous 
reflections assisted me in clarifying my understandings and assured me the statements I had 
made were trustworthy. 
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3.6 Selection of Teacher-Leaders 
Purposeful sampling was used to select teacher-leaders as it “provides a clear criterion or 
rationale for the selection of participants” (Ezzy, 2002, p. 74). My definition of a teacher-
leader was a person who had both a teaching and a leading role, and this term has been used 
by a number of researchers (Fullan, 2003; Hord, 2004). Teacher-leaders invited to be involved 
in this research had roles that ranged from principal to assistant principal – with a curriculum 
focus – to team coach. As Merriam (1988) suggests, a purposive sample was a sample from 
which we could learn the most. 
Initially, I developed a list of 12 teacher-leaders who worked with teams of teachers in 
primary schools across the local region. A third party was then enlisted and I provided him 
with the contact details for the principals in each of the 12 schools. This third party randomly 
chose six of the principals and contacted them requesting permission for me to approach a 
teacher-leader and conduct my research in their school. A letter of invitation (refer Appendix 
A) and an informed consent form (refer Appendix B) were forwarded to the prospective 
participants, who were then able to choose whether or not they would consider being involved 
in this research. They were also informed that they could withdraw from the study at any time. 
In using this small sample size of six teacher-leaders, I was not seeking to provide any 
generalisations. However, this number of participants enabled me to generate enough data to 
address the research questions.  
3.6.1 Introducing the teacher-leaders. In Table 2 each teacher-leader who consented 
to participate in the research is introduced. Each one was assigned a pseudonym, as was their 
school, and a brief description of each of their roles in their respective schools is provided. 
Table 2 
Introducing the Teacher-Leaders 
Teacher-Leader 
(pseudonym) 
Role School 
(pseudonym) 
Keturah Assistant principal, 
classroom teacher one day 
a week, team mentor across 
all PLTs 
Wattle PS 
A primary school of approximately 250 students. The school 
is led by a leadership team consisting of the principal, 
assistant principal and a leading teacher. There are four PLT 
leaders representing each of the professional learning teams. 
Carmel Assistant principal, 
coaching/mentoring role 
Waratah PS 
A primary school of approximately 150 students. The school 
is led by a leadership team consisting of the principal, 
assistant principal and a leading teacher. There are three PLT 
leaders representing each of the professional learning teams. 
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Teacher-Leader 
(pseudonym) 
Role School 
(pseudonym) 
Naomi Assistant principal, 
coaching/mentoring role 
Fern PS 
A primary school of approximately 370 students. The school 
is led by a leadership team consisting of the principal and 
assistant principal. There are five PLT leaders representing 
each of the professional learning teams. 
Sarah Principal, classroom 
teacher 
Dahlia PS 
A small primary school of approximately 30 students. The 
school is led by the principal, who also teaches, and there is 
one PLT. 
Hannah Leading teacher, team 
coach, classroom teacher 
(shared grade) 
Iris PS 
A large primary school of approximately 500 students. The 
school is led by a leadership team consisting of the principal, 
assistant principal, a leading teacher, a coach and five team 
mentors, representing each of the professional learning 
teams. 
Miriam Assistant principal with a 
curriculum focus 
Gazania PS 
A large primary school of approximately 700 students. The 
school is led by a leadership team consisting of the principal 
and three assistant principals. There are eight PLT leaders 
representing each of the professional learning teams, and 
some teams have numeracy specialists. 
 
3.7 Consideration of Limitations 
There were a number of limitations related to this interpretative research. The data-generating 
process using pattern blocks as a method was innovative and had not previously been 
documented by other researchers; it therefore relied on my judgement to be both a reliable and 
credible instrument. I have addressed this by presenting these visual representations as 
photographs in the thesis and also by including my written interpretation of these. 
The hermeneutical nature (Abulad, 2007; Denzin & Lincoln, 2005; Giddens, 1987; Love, 
1995) of this study also posed limitations to the inferences that could be determined from the 
data. The possibility existed that other researchers might have drawn different conclusions 
based on the findings of this research endeavour. One limitation related to self-study 
methodology was that I was “in” the research; I was introducing a range of prior knowledge. 
A variety of interpretations were sought as “self-study methodology is interactive at one or 
more points during the research process” (LaBoskey, 2004, p. 859). The interactive nature of 
the data-generating process helped guard against the limitation of individual interpretation as 
the teacher-leaders provided clarification when constructing a pattern-block representation as 
well as during the meta-reflection section. 
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3.8 Ethical Considerations 
“Rigorously ethical” is a term used by Saldaña (2015) and it describes my approach to ethical 
considerations in this research. There were ethical considerations related to participants, data 
and analysis. Saldaña (2015) suggests as a researcher you must be: 
• “rigorously ethical with your participants and treat them with respect 
• rigorously ethical with your data and not ignore or delete those seemingly problematic 
passages of text, honesty being the driving force behind any reporting of data and 
results 
• rigorously ethical with your analysis by maintaining a sense of scholarly integrity and 
working hard towards the final outcomes” (p.37). 
These ethical considerations are now expanded upon and I relate them to this research design. 
3.8.1 Treating participants with respect. Self-study was selected as the methodology 
for this research as it provided a means by which I could transparently record my 
involvement, thoughts and feelings.  
Ethics approval was gained from the University of Ballarat (now Federation University 
Australia) Human Research Ethics Committee (HREC) number A12-098 (refer Appendix C) 
and the DEECD (Department of Education and Early Childhood Development) Victoria, 
number 2012_001575 (refer Appendix D).  
From the outset, the teacher-leaders were provided with a plain-language statement, which 
outlined the research design, and they were provided with contact numbers of a number of 
support personnel. They were invited to participate and were able to withdraw at any stage of 
the research. The research group was small and this could have had implications for the 
privacy and anonymity of the participants. However, the teacher-leaders were not named in 
any published documents, pseudonyms were used and informed consent was obtained.  
Confidentiality was maintained as teacher-leaders often had knowledge of other teachers’ 
personal history and abilities. Even though this information was retrieved via tacit means 
rather than from formal records, it was essential that teacher-leaders understood that any 
information provided would remain confidential. The teachers’ names were not referred to 
when teacher-leaders were discussing their school in the semi-structured conversation or at 
any other stage of the research. 
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3.8.2 Problematic passages of text. Overall there were 12 one-hour semi-structured 
conversations that were transcribed. Where I have detailed selected excerpts from the 
conversations that present puzzling situations and discrepancies, I have provided the exact 
wording from the transcriptions. Teacher-leaders were often faced with a puzzling situation 
(Munby & Russell, 1989; Schön, 1983) and these were faithfully recorded. 
Carefulness was applied to record keeping, data collection and storage. The computer used for 
storing data was password protected and a filing system was developed to enable quick 
retrieval of information. Photographs and transcripts were coded and care was taken with the 
critical analysis of the research. By reviewing the literature, I ensured a range of viewpoints 
was considered. 
3.8.3 Maintaining a sense of scholarly integrity. As I analysed teacher-leaders’ 
perceptions and interpretations, it was important to report these in an honest and open manner. 
The content of each conversation was faithfully transcribed and there was truthful use of 
selected excerpts. Openness was displayed by holding discussions with my supervisors and 
the local research community, as well as demonstrating my willingness to share data, results 
and ideas and being open to new thoughts and criticism. Respect for intellectual property was 
followed, particularly in the referencing of literature articles. The intellectual property of 
teacher-leaders, such as their ideas and perceptions, was also respected and maintained.  
3.9 Trustworthiness 
This was a qualitative, interpretive study and therefore it was important to consider the issue 
of trustworthiness in the design of the research to ensure its validity. One of the characteristics 
of using self-study methodology is that any validation process is based on trustworthiness 
(LaBoskey, 2008; Mishler, 1990). Four components of trustworthiness have been addressed in 
this thesis: credibility, transferability, dependability and confirmability (Lincoln & Guba, 
1985). Criteria that consider generated data in quantitative studies are inadequate for 
interpretive research as they focus on validity and reliability. The following four components 
of trustworthiness are discussed in detail, and I have related them to this study. 
3.9.1 Credibility. Credibility is considered similar to the quantitative concept of 
internal validity (Lincoln & Guba, 1985). 
However, internal validity is concerned with variables within research, so its use was rejected 
for this research study as it contained multiple views of reality as opposed to a singular reality 
implicit in the experimental design for quantitative studies.  
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In this study, multiple views of reality were demonstrated by asking teacher-leaders to 
construct their own visual representations. These pattern-block representations were credible 
to teacher-leaders as they had constructed them, and they had the opportunity to reconfirm the 
credibility of their representations (Lincoln & Guba, 1985) in the meta-reflection section. 
Credibility was enhanced through having an established collegial relationship and through 
meaningful reflection and the checking of interpretations through email contact. My reflective 
journal has a record of the dated entries and is available for audit. 
3.9.2 Transferability. Transferability is aligned to external validity in quantitative 
studies. External validity is achieved by a study when any assertions or statements made are 
able to be generalised. It is argued that in qualitative studies it is not necessary to generalise to 
a wider sample as the applicability of any findings lies with others rather than the researcher 
(Marshall & Rossman, 1995). The role of the researcher, therefore, is to provide “sufficient 
descriptive data as to make such similarity judgments possible” (Lincoln & Guba, 1985, p. 
298), and even though I have made suggestions about transferability, the reader will make 
their own decision on whether or not the findings are transferable to a different context. 
To facilitate this transferability, the data-generating process has been explained in detail, with 
the intent that this process could be attempted by other researchers if desired. I have also 
given a clear and distinct description of the research context, the selection and characteristics 
of participants, and the process of analysis. A rich and vigorous presentation of the findings 
together with appropriate quotations has also enhanced transferability. The data generated was 
context specific for teacher-leaders in schools, although the statements I have made relating to 
reflection-in-action are transferable to other situations involving middle-level leadership. 
Graneheim and Lundman (2004) believe that trustworthiness increases if findings are 
presented in a way that allows the reader to look for alternative interpretations. 
3.9.3 Dependability. Dependability is the alternative to reliability in quantitative 
studies as it is based on the researcher taking into account instability within the research 
process and the design of the study. The research for this study was designed to take into 
account the subjective nature of the data. The dependability of this research has been 
addressed through the thoroughness of the data documentation (Maxwell, 1992; Yin, 2003). 
I documented the processes involved through my reflective journal and annotated 
photographs. I have had the opportunity through workshop presentations outside of this 
research and in my current work context to present the statements describing reflection-in-
action for discussion with others. 
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3.9.4 Confirmability. Documentation to support the themes stemming from the data 
analysis was provided as it is important that the understandings of this study were not a 
product of my bias.  
I have recognised my own subjectivity and experiences in my reflective journal and have 
acknowledged my involvement as being necessary in this research: “a researcher’s 
background and position will affect what they choose to investigate, the angle of 
investigation, the methods judged most adequate for this purpose, the findings considered 
most appropriate, and the framing and communication of conclusions” (Malterud, 2001, pp. 
483–484). The emphasis in this interpretive study was on the data. The data was able to “help 
confirm the general findings and lead to the implications” (Marshall & Rossman, 1995, p. 
145). Data-generating methods were documented in detail and made available for scrutiny by 
supervisors and interested others (Lather, 1991; Miles & Huberman 1994). 
3.10 Chapter Summary 
The purpose of this chapter has been to discuss the research design that has underpinned this 
self-study. The research framework was introduced to explain how I used a constructivist 
epistemology and an interpretive theoretical perspective. I also detailed the research context 
and explained the reasons for choosing self-study as a methodology, together with the range 
of multiple qualitative methods chosen to generate the data. Considerations relating to 
trustworthiness, limitations of the research, and ethics were also presented.  
The following chapter presents details of the data generated by the research undertaken for 
this study as well as providing information regarding the initial data analysis. 
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Chapter 4 
 
Analysing and Presenting Data 
Hermeneutic analysis is like a dance in which the interpretations of the observer and the 
observed are repeatedly interwoven until a sophisticate understanding is developed. (Ezzy, 
2002, p. 25) 
4.1 Preface 
A “dance” between interpretations describes the process used to generate, analyse and present 
the data in this research. This chapter presents the generated data, focusing on the multiple 
qualitative sets, and the way I organised data is explained and described. An overview of the 
analysis is provided through identifying themes, coding these themes, and developing 
statements describing reflection-in-action. Issues arising from analysing visual representations 
are examined and I introduce the concept of tensions. The structure of the following 
discussion and analysis chapters is also explained.  
4.2 Introduction  
Data generation and analysis occurred concurrently in this research, which enabled me to 
build a coherent and rich interpretation. Once the data was generated, I was faced with 
multiple qualitative data sets, which were consistent with self-study methodology, and these 
data sets provided a descriptive account of the research, but they did not provide explanations 
(Pope, Ziebland & Mays, 1999). As the researcher, I was required to make sense of the 
generated data by exploring and interpreting them. This chapter provides a context for the 
following discussion and analysis chapters and I explain how I developed statements 
incorporating tensions designed to be stimuli for action in practice. 
Teacher-leaders participated initially in an approximately hour-long, semi-structured 
conversation, which was audio-taped. As they spoke, they constructed two visual 
representations – Patterning and Visioning – using the pattern blocks as a concrete 
representation of their thinking. Six months later, I revisited the six teacher-leaders and I 
termed this visit the “meta-reflection” section. I had begun a reflective journal prior to my 
visiting the schools, and I used this journal to reflect on the research process as well as 
document my thoughts and feelings. The following section details the organisation of the 
data. 
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4.3 Organising the Data 
Once generated, the main data set was organised into written transcripts of conversations, 
photographs of the visual representations, annotated visual transcripts of these photographs, 
and my reflective journal. This organisation was essential in order to deal with the sheer 
quantity of data, which consisted of 186 pages of transcripts, 22 photographs and a journal 
full of entries dating from February 2012 to April 2014. The photographs of the pattern-block 
representations assisted in the retrieval of data as I could visualise the holistic image of the 
team structure of each school. Data was organised for efficient retrieval by filing it in folders 
on a password-protected computer. Six months later, I visited each teacher-leader again and 
recorded their conversations (the meta-reflection section). The information produced from 
these sessions became another data set, which is discussed later in the chapter.  
Each of the data sets provided different perspectives of similar situations and provided me 
with the opportunity to clarify my understandings. The following section describes the 
process I used to develop the transcripts of the semi-structured conversations, organise the 
photographs of the Patterning and Visioning representations, annotate the transcripts of the 
visual representations, and interpret my reflective journal.  
4.3.1 Transcripts of the semi-structured conversations. Teacher-leaders had been 
previously informed that I would be taping the conversation, so they weren’t concerned by the 
presence of the recording device, and, consequently, our conversation flowed naturally. I 
informed the teacher-leaders when I was about to start or stop recording, and they were 
forwarded a copy of the transcript so they could ensure it was a true record of our 
conversation (Mason, 2002).  
The transcript data represented both the teacher-leader’s voice as they reflected, and also my 
voice as I encouraged them to reflect. The research was designed in such a way that the 
conversation for each teacher-leader was structured in a very similar format. There were two 
parts to the conversation as mentioned previously – Patterning and Visioning. I began 
transcribing by listening to the recording and typing key “snippets” as I went. Before I had 
completed the first transcript, I had recorded more interviews, so I began transcribing these 
concurrently. This enabled me to consider the voice of more than one teacher-leader and to 
identify similarities and differences in the generated data. The transcripts were organised into 
two documents for each school: “Transcript One – Patterning” (plus the school name) and 
“Transcript Two – Visioning” (plus the school name).  
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When transcribing, I typed the transcript into a table using two columns – one with the initial 
letter of the speaker’s name and the other with the transcribed text. There were numerous 
interjections such as “yes”, “yep” and “okay”, and I decided to colour-highlight these and 
keep them in the body of the paragraph as these small interjections seemed to punctuate the 
text. By keeping the block of text with the speaker, if I interjected with a “yep” I didn’t need 
to begin a new line as I was attempting to keep the emphasis on the speaker rather than 
“cutting up” the text. An example is provided below, where Sarah was talking and my 
interjections are highlighted in yellow: 
Well I think of it like a sustainable PLT, it is like a structure yes and it can’t be 
dismantled no because you don’t have a meeting for four weeks yes it doesn’t work 
like that because, it is like a built way of yes, it is like the way you build your 
classroom climate yes. (Sarah, Visioning, p. 3/8) 
I believe this type of formatting for the transcripted dialogue captured the flow of the 
conversation and enabled me to later reflect upon what the person intended to state. The 
information in Table 3 indicates the timeline during which this data was generated, the 
pseudonym of each school and teacher-leader as well as the number of pages per transcript. 
Table 3 
Transcription Data 
Date Data Generated School 
(Pseudonym) 
Teacher-Leader 
(Pseudonym) 
Section No. of Pages 
23 Aug 2012 Wattle PS Keturah Patterning 7 
   Visioning 7 
30 Aug 2012 Waratah PS Carmel Patterning 7 
   Visioning 7 
3 Sep 2012 Fern PS Naomi Patterning 8 
   Visioning 7 
6 Sep 2012 Dahlia PS Sarah Patterning 10 
   Visioning 8 
18 Sep 2012 Iris PS Hannah Patterning 13 
   Visioning 7 
25 Sep 2012 Gazania PS Miriam Patterning 12 
   Visioning 12 
 
Noting the total number of pages per transcript was important for referencing an excerpt in the 
thesis. I refer to the page the excerpt was on and the total pages which were in that transcript. 
For example, in the reference “Naomi, Patterning, p. 6/8”, Naomi was speaking, it was in her 
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Patterning section, and the excerpt came from page 6 of an eight-page transcript, indicating it 
was towards the end of the conversation. 
4.3.2 Photographs of Patterning and Visioning. A photograph was taken of each 
pattern-block representation constructed by the teacher-leaders during their two-part semi-
structured conversations, and it represented the team structures in their schools and the 
number of teachers in those teams. I also asked the teacher-leaders to consider the 
pedagogical practices of those teachers. The first pattern-block representation was constructed 
during the Patterning section as it represented the pattern of the current situation. The second 
representation was termed the Visioning section, and teacher-leaders used the same blocks 
from the Patterning representation and re-configured them to provide a visual representation 
of their preferred future. The complete set of photographs is presented in Figure 4. 
School Patterning Visioning 
Wattle PS 
  
Waratah 
PS 
  
Fern PS 
 
 
Dahlia PS 
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School Patterning Visioning 
Iris PS 
  
Gazania 
PS 
 
 
Figure 4. Pattern-block representations. 
4.3.3 Annotated transcripts of visual representations. The pattern-block 
representations were annotated by cutting a small photograph of either the Patterning or the 
Visioning representation and pasting it in the centre of an A3 page ensuring there was an 
extensive area to record comments around the photograph. I then listened to the audiotape of 
the conversation and annotated comments next to the pattern blocks in the photograph. I 
found this process enlightening compared to traditional transcription as I was not bound by a 
linear representation, and this enabled me to cluster comments. The image in Figure 5 shows 
the process I used to visually transcribe the photographs and link them to the audiotaped 
semi-structured conversation. 
 
Figure 5. Transcript of visual representation. 
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This process of transcription was useful to connect the photographs to the audiotaped 
conversations. My reflective journal also became a data source to further assist my 
interpretations. 
4.3.4 My reflective journal. The reflective journal was a notebook I maintained 
throughout the entire research project in which I wrote insights or thoughts regarding 
something I was grappling with or had caused me to contemplate further. One question I 
considered was “What does a teacher-leader reflect on?” and as I was interacting with the 
data, this was my initial focus.  
By entering my thoughts and reflections in a reflective journal, I was able to monitor my 
developing understandings, and it proved to be “a vehicle for reflection which then allows us 
to return to practice more thoughtfully, with, we hope, greater wisdom” (Adler, 1993, p. 163). 
The journal was used for a variety of purposes, one of which was focusing on aspects of my 
practice and documenting personal change (Ghaye & Lillyman, 1997). This personal change 
often was revealed as a “lightbulb” moment and underpinned a number of critical points (de 
Haan et al., 2010) in this research. Entries in the journal ranged from single sentences to 
lengthy written pieces. I also pasted in diagrams, notes and other ideas. The reflective journal 
also contained reflections on my continuing analysis of the data. 
The final data set generated had a dual purpose: the meta-reflection section was used to 
validate the initial themes and statements as well as enable the teacher-leaders to consider 
their previous reflections based on the photographs of the Patterning and Visioning process 
that occurred in the semi-structured conversations from six months ago, and this is now 
discussed. 
4.3.5 Meta-reflection. The meta-reflection section provided me with insight into the 
process of reflection-in-action, as I questioned whether the initial themes I had developed 
resonated with the teacher-leaders and that there was consonance between us in the way 
reflection was viewed. Schön (1995) likens reflecting on reflection-in-action to a footballer 
watching a video replay of a game. With the purpose of validating the initial themes and 
statements, I took these to the teacher-leaders, as “critical friends are a valuable source in the 
research process for confirming and disconfirming evidence for our understandings and 
assertions for action” (Pinnegar & Hamilton, 2009, p. 15).  
Meta-reflection enabled me to confirm that the themes the teacher-leaders reflected upon were 
credible (Lincoln & Guba, 1985). A copy of the written transcript and the photographs of the 
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Patterning and Visioning visual representations were forwarded to the teacher-leaders 
following the transcription of the conversations. When the meta-reflection visit was due, I 
emailed each teacher-leader to organise a convenient time to meet and again attached the 
photographs and a list of the statements I had developed. At the meta-reflection session, we 
discussed the Patterning and Visioning photographs from the first visit, and as I had brought 
the pattern blocks with me, I invited them to construct another Patterning and/or Visioning 
representation if they desired. All of the six teacher-leaders accepted the offer, with four of 
them constructing a new Patterning representation and two of them completing both a 
Patterning and a Visioning representation (Table 4).  
Table 4 
Meta-Reflection Data Set 
Date School Teacher-Leader Section No. of 
Pages 
No. of 
representations 
12 Mar 2013 Wattle PS Keturah Meta-reflection 12 One photo 
27 Mar 2013 Waratah PS Carmel Meta-reflection 13 Two photos 
13 Mar 2013 Fern PS Naomi Meta-reflection 11 One photo 
20 Mar 2013 Dahlia PS Sarah Meta-reflection 11 One photo 
18 Mar 2013 Iris PS Hannah Meta-reflection 15 One photo 
31 Mar 2013 Gazania PS Miriam Meta-reflection 19 Two photos 
 
The data set was slightly different for each school setting, although there were similarities. 
Once again a semi-structured conversation was conducted, but this time there was only one 
transcript and either one or two photographs.  
Collaboration with others is a feature of self-study research (Lighthall, 2004) and the 
collaboration I had with teacher-leaders in my practice was complicated as I was working in a 
regional position and I was external to schools. As I had worked closely with teacher-leaders 
across the region on a range of projects, I had developed collegial relationships with many of 
them, and I did not approach this research from a position of power but rather as a researcher 
guiding the process of reflection. I purposefully sought the voice of the teacher-leader as a 
critical friend in an attempt to “step outside” of myself (Loughran & Northfield, 1998) and to 
gain new insights into my practice. Having critical friends became a significant part of this 
self-study as it ensured that relevant perspectives were brought to the fore (Schuck & Russell, 
2005) and I considered the teacher-leaders in the study as colleagues who were able to support 
and challenge the statements I presented. 
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The meta-reflection section provided the final data set; however, data had been analysed in an 
ongoing process from its initial generation. An overview of the analysis is now provided.  
4.4 Overview of the Analysis 
Transcription served as a preliminary form of data analysis (Ezzy, 2002) as did the notes in 
my reflective journal. I also had immediate access to photographs of the visual representations 
and my reflective journal, and the photographs provided me with additional information as I 
transcribed the conversations. I chose to do my own transcription as I was attempting to 
understand my practice, and developing transcripts provided a systematic way to attend 
closely to the dialogue (Brandenburg & Davidson, 2011). I found the transcription process 
very useful as I was able to re-live each conversation. Each time I listened to the audiotape, I 
gained new understandings. 
Analysis involves seeking patterns and searching for themes that emerge from findings 
(Bloomberg & Volpe, 2015). Thematic content analysis (Ely, 1997; Guest, MacQueen, & 
Namey, 2011) involves identifying themes and categories that emerge from the data and this 
therefore involves discovering themes in the transcripts and then attempting to verify, confirm 
and qualify them, by re-examining the data and repeating the process to identify further 
themes and categories (Pope, Ziebland, & Mays, 1999). The identification of each theme 
began during the semi-structured conversation, where I listened for key words. I further 
identified themes by seeking patterns, applying codes and colour-highlighting those codes 
across multiple data sets. The analysis I used when examining photographs of the Patterning 
and Visioning was, as I commented, “… not about deep analysis; it is more about ‘what 
strikes you’ ” (Donna to Sarah, Meta-reflection, p. 5/11). The concept of “what strikes you” 
provides an intuitive response to patterns and enables one to consider complex visual data.  
My intent was to examine the data holistically, although by doing this I needed to look closely 
at multiple “parts”. This approach is supported by Schwandt (2007), who states, “To analyse 
means to break down a whole into its components or constituent parts, through assembly of 
the parts, one comes to understand the integrity of the whole” (p. 6). Initially, I attempted to 
reduce the data (LeCompte & Schensul, 1999), and as analysis was immediate and constant in 
this qualitative research, it began during data generation (Ezzy, 2002; Stake, 1995). By 
interpreting the pattern-block representations and reading and re-reading the transcripts, I 
attempted to get a “feel” for what the teacher-leaders had reflected upon. The term 
“eyeballing” the data (Ryan & Bernard, 2003) describes the process used to identify the broad 
themes that the teacher-leaders appeared to have reflected upon. Lankshear and Knobel 
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(2004) suggest that data be revisited to look for particular instances where the data supports 
themes that have emerged.  
Once a particular theme had been initially identified, I used coloured pens to highlight any 
reference to this theme in the transcript and, after the highlighted phrases were identified, I 
categorised these by developing codes. Saldaña (2015) describes codes as short phrases that 
symbolically assign an attribute for a portion of language-based or visual data and suggests 
when these codes are clustered together according to similarity they form a pattern which 
helps in the development of categories. 
At the same time as I examined the written transcripts, I applied a similar process of analysis 
to the pattern-block representations. The process of colour-coding themes and identifying 
categories was replicated with the annotated photographs of the patterns of the blocks. This 
information was used to develop a range of themes in relation to what a teacher-leader 
reflected upon, and I was keen to take these to them when I made the return meta-reflection 
visit to each school. 
My analysis of the data continued throughout the research for this study, and I now describe 
in detail how I identified the themes and codes that I used to represent this data, beginning 
with my interpretation of the Patterning and Visioning photographs.  
4.4.1 Analysing the photographs. Photographs generated by a researcher have 
strengths and limitations when presented as data (Merriam & Tisdell, 2015). One of their 
strengths is the ability to capture a representation as it is being constructed as “a means of 
remembering and studying detail that may be overlooked if a photographic image were not 
available for reflection” (Bogdan & Biklen, 2011, p. 151), and a limitation is the subjective 
nature of this image. Merriam (2009) offers, among other recommendations, that it may be 
useful when conducting qualitative research to “play with” visual models and analogies. 
Pattern representations supported the written transcripts by providing another layer of 
meaning.  
Carmel commented in the meta-reflection section that as she often thought in pictures, this 
visual method assisted her reflection. Keturah also reflected on the pattern-block 
representations, explaining the concrete materials used had assisted her in tracking the 
conversation. Thus the visual representations became a useful data source to stimulate and 
record thinking and supported my interpretation of themes in the transcripts. 
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At times I considered the pattern-block representation holistically, and at other times I 
examined the “parts”. By physically cutting up the photographs into sections (Figure 6), I was 
able to analyse these parts by looking for similarities and patterns. I wrote my annotations on 
these pages along with reflections and interpretations. 
 
Figure 6. Visual representations using the photographs that had been cut up. 
4.4.2 Identification of themes. The process of data analysis has been strongly 
influenced by dialectical thinking (Basseches, 2005; Berniker & McNabb, 2006), which is a 
fluid process that moves between interpretation and analysis in an iterative pattern. In my 
study, I moved back and forth between analysis and interpretation as I read and re-read the 
data. The range of qualitative data enabled me to consider what a participant was reflecting 
upon and how they did this. 
The first step in identifying themes was to simply observe the photographs of the pattern-
block representations and determine if there were any patterns. After observing them, the 
photographs presented two immediate themes, which were evident across all of the six 
settings. These were the themes of change and connection; further themes were later 
identified from the written transcripts. The series of photographs in Figure 7 shows the 
pattern-block representations constructed by Carmel at Waratah PS over a period of time and 
they demonstrate a strong visual representation of change.  
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Waratah PS, Patterning, 
30 August 2012 
Waratah PS, Visioning, 
30 August 2012 
Waratah PS, Meta-
reflection Patterning 
27 March 2013 
Waratah PS, Meta-
reflection Visioning, 
27 March 2013 
Figure 7. A visual identifying change. 
The two photographs in Figure 8 demonstrate the theme of connection. Miriam at Gazania PS 
was striving for a more connected future representation when she constructed her Visioning 
representation. These images represent the theme of connection that emerged. I later termed 
this theme “organisation”. 
 
 
 
Gazania PS, Patterning, 25 September 2012 Gazania PS, Visioning, 25 September 2012 
Figure 8. A visual identifying connection. 
This approach is an example of eyeballing or the “ocular scan method” (Ryan & Bernard, 
2003) and proved particularly useful for examining photographs of visual representations 
because it enabled me to get an intuitive feel for themes by re-entering the data multiple 
times.  
Once I had identified these two themes by examining the pattern-block representations, I 
highlighted any reference to “change” in the transcript with a pink highlighter and any 
reference to “connection” with a blue one. As I was doing this, two other strong themes 
emerged. The teacher-leaders constantly discussed leadership, and vision or strategy. I began 
the highlighting process again and any references to “leadership” were marked with orange 
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and any references to “vision” were marked with purple. I had now identified four themes: 
change, connection/organisation, leadership, and vision/strategy. I then re-examined the visual 
representations to see if they also demonstrated these newly emerged themes. 
One of the research questions asked “What do teacher-leaders reflect upon when considering 
school improvement approaches?” I felt that these themes were worthy of further exploration. 
When identifying the four themes of what a teacher-leader reflected upon, I noted they were 
accessing a range of knowledge. I decided to highlight any reference to knowledge, 
particularly tacit knowledge and used a green highlighter for that purpose. Initially, I followed 
my intuition in identifying themes to code in the data (Dey, 1993); however, the themes of 
change, organisation, strategy, leadership, and knowledge were also universal themes related 
to school improvement.  
By discovering emerging themes and patterns (Bazeley, 2009) and continually re-entering the 
data, I attempted to confirm that these five themes were apparent across the entire data set. 
Themes provide an initial understanding of the “big picture” (Braun & Clarke, 2006). Even 
though many of the themes and patterns presented themselves visually, I still felt the need to 
align the analysis of the transcripts with a traditional method of analysis. Content analysis 
(Miles & Huberman, 1994) was used as it enabled me to reduce the data and confirm key 
themes as well as consider the frequency of key words and concepts through coding.  
4.4.3 Coding the themes. Once the themes had been determined and were colour-
coded across all transcripts, each theme was considered and assigned a code related to an 
aspect of the theme. Charmaz (1995) states “in short, coding is the process of defining what 
the data is all about” (p. 37). I listed the data codes, re-entered the transcripts, and wrote the 
appropriate code in pencil on top of the coloured highlight. The themes were change, 
connection/organisation, leadership, vision/strategy and knowledge. Table 5 displays the 
themes, categories and codes.  
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Table 5 
Themes, Categories and Codes 
Theme 1: 
Change 
Theme 2: 
Connection/ 
Organisation 
Theme 3:  
Leadership 
Theme 4: Vision/ 
Strategy 
Theme 5:  
Knowledge 
Category : Teacher-
leaders are involved 
in change 
Category: 
Teacher-leaders like 
to make connections 
Category:  
Teacher-leaders are 
interested in 
leadership 
relationships 
Category:  
Teacher-leaders are 
focused on vision 
Category: Teacher-
leaders know a lot 
about their setting 
 
CH-C coping CO-T connected to 
team 
LE-LT Leadership 
Team 
VI-C carry  KN-YK “you know” 
CH- E enacting/ the 
journey 
CO-P connecting 
people  
LE-SH shared VI-S shared KN- E explicit/ 
expert  
CH-O orchestrating CO-V connecting 
vision 
LE- central/ from 
the inside 
VI-E established KN-T tacit/ perceive  
CH-W wondering/ 
reflecting 
CO-C connecting 
concepts/ pedagogy 
LE-UT unit team VI-N no vision KN- EX explain 
how they know  
CH-N not 
sustainable/ dragged 
along 
CO-R recognising 
connection 
LE-CH leadership 
change 
VI-P principal/top 
down  
KN-D knows 
differences/ accepts  
CH-OD out of date/ 
the past 
CO-L Linking 
connection 
LE-LE leader to 
leader 
VI-D developing/ 
orchestrating vision 
 
 
CO-O orchestrating 
connection (making 
it happen) 
LE- CR crafting 
leadership 
VI-ST striving for  
 
CO- COLL 
collaboration 
LE- CO coaching/ 
instructional 
VI-Com competing 
visions 
 
 
DIS-CO 
disconnected 
LE-NO not needed   
  
LE-Hu Human 
leadership 
  
 
The codes were designed to show the complexity in each theme and the categories were to be 
used to craft a series of statements once I had considered the coding in the data. 
4.4.4 Using the codes. The codes I developed were applied across the entire data set 
and were then used to develop the initial statements, which I planned to verify in the meta-
reflection section. A summary of this data analysis process using the theme of change as an 
example is now explained. 
Once the theme of change was identified and colour-coded pink, I developed a broad category 
called “teacher-leaders reflect on change”. I developed a series of codes which assisted me in 
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developing an initial statement “a teacher-leader enacts change”. The process is summarised 
in Table 6. 
Table 6 
Summary of Analysis of “Change” 
Theme identified Change 
Colour applied Pink  
Category Teacher-leaders reflect on change 
Developed a series of codes related to: Coping with change, enacting change, orchestrating change, 
reflecting on change, dragged along by change, living in the past 
Developed initial statement A teacher-leader enacts change.  
 
Initially, I entered the codes on the written transcripts of the semi-structured conversation and 
later began placing the codes on the annotated visual representations. The same method of 
highlighting the themes with different colours and writing the codes in pencil over the 
highlighted themes was used for all data sets (Figure 9).  
 
Figure 9. Coding applied to annotated transcript of visual representation. 
This process enabled me to compare the pattern-block representations to the written 
transcripts, and I was then able to note similarities and differences using a constant 
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comparative approach (Merriam, 2009), which involved comparing one section of data with 
one found in the same or another data set. The objective of identifying or clarifying categories 
and patterns was to further develop a number of themes. 
4.4.5 Analysing my reflective journal. Data from my reflective journal assisted me in 
making links to themes identified in other data sources. Once I had identified a theme in the 
transcript or visual representation, I referred back to my reflective journal and took note of 
earlier entries. Analysis of my reflective journal occurred continuously throughout the 
research as I constantly revisited the journal when I was pondering a methodological issue, an 
interpretation or a theme. Saldaña (2015) refers to a reflective journal as an analytical memo 
that is useful for reflecting on emerging patterns and themes. 
Personal reflections were documented in the journal, and during analysis, I also employed a 
hermeneutic approach (Abulad, 2007; Denzin & Lincoln, 2005; Giddens, 1987; Love, 1995) 
to the data analysis of the pattern-block representations. I was interpreting what had already 
been interpreted; this could be considered, as Giddens (1984) terms, a “double hermeneutic” 
approach. When considering findings in the social sciences, one often enters into the world of 
what is being described, and I found I was “entering” into the pattern-block representation 
each time I revisited it, which created new or slightly different interpretations each time. Once 
I had identified themes, applied categories and codes, I then clustered these together to 
develop statements. 
4.5 Statements Based on Themes 
The initial statements describe what I had discovered. I had evidence to support these 
statements based on my interpretation of the transcripts and the photographs of the pattern-
block representations. Table 7 provides the details of these initial statements. 
Table 7 
Initial Statements 
No. Statement 
 1 Teacher-leaders aim to connect the teachers in their schools 
 2 Teacher-leaders carry the vision of the school 
 3 Teacher-leaders are not as concerned about Graduate Teachers as you would think. 
 4 Leadership needs to be on the inside, not the outside 
 5 A vision for a school can differ between literacy and numeracy 
 6 Teacher-leaders have a clear concept of leadership 
 7 Teacher-leaders support the notion of a truly professional learning team 
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No. Statement 
 8 Teacher-leaders use language that provides a metaphor for their thinking 
 9 Teacher-leaders are focused on assessment practices… (extended 28/12/12)… but are 
concerned about differentiation 
 10 Teacher-leaders deal with contradictions 
 11 Teacher-leaders struggle to find the right place to situate themselves 
 12 Teacher leaders lead change 
 
I noted that many of these statements had relevance to more than one of the overarching 
themes of change, connection/organisation, vision/strategy and knowledge. I therefore refined 
these statements as there were too many to discuss with the teacher-leader in the meta-
reflection section. These initial statements were condensed and refined by combining 
common categories to be become as follows: 
1. A teacher-leader enacts change.  
2. A teacher-leader strives to connect people, teams and concepts. 
3. A teacher-leader facilitates carrying and sharing the vision of the school leadership 
team by considering strategy. 
4. It is important for a teacher-leader to “know” the teachers, leaders and teams that 
they work with. 
To ensure statements are trustworthy, Nilsson and Loughran (2012) suggest that the language 
used should easily make sense to the reader and be carefully constructed. During the meta-
reflection section I met with the teacher-leaders and gave them the opportunity to validate 
these statements. This data was used for validation as a way of confirming that the 
interpretation I had made in the main data set “rang true” and was tested in the meta-reflection 
section. One of the characteristics of self-study methodology I used was to seek the input 
from my colleagues as critical friends (LaBoskey, 2004). During the meta-reflection section, 
the photographs of the visual representations from six months earlier were displayed, and I 
asked if anything had changed. Each teacher-leader wanted to show me what they were 
working on currently and a number wanted to complete another Visioning process. Figure 10 
presents the pattern-block representations developed in the meta-reflection section. 
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School Meta-reflection 
Wattle PS 
 
 
Waratah PS 
 
 
 
Fern PS 
 
 
Dahlia PS 
 
 
Iris PS 
 
 
Gazania PS 
 
 
Figure 10. Visual representations developed in meta-reflection. 
A sequence of three or four photographs for each setting was then available and this sequence 
became a powerful demonstration of the change that had occurred over the past six months. 
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The photographs were discussed and I encouraged each of the teacher-leaders to consider the 
statements by asking them questions such as “Does this ring true? Do I need to reword this?” 
At each sitting there was a robust discussion, which was captured in the transcript of the meta-
reflection section as the two of us were “reflecting upon reflections”, which was an integral 
aspect of self-study. This session also afforded a teacher-leader time to further reflect:  
It has been a worthwhile opportunity to take that time, as you say that’s not 
something that we often get or give ourselves the luxury of doing, so I think that the 
opportunity to do that has helped to clarify things for me and the way I think about 
our teams, the way that I try and get change to happen within the school. (Keturah, 
Meta-reflection, p. 12/12)  
Following the meta-reflection section, I once again refined the statements to include a 
reference to reflection as the language used in these early statements had not contained the 
word “reflect”, and at this stage I also decided to incorporate tensions to explain the action 
involved in reflection. 
4.5.1 Incorporating tensions. I began to explore tensions as an analytical tool to gain a 
deeper understanding of the complexity of the qualitative data I had generated. The statements 
had assisted me in considering the question ‘What does a teacher leader reflect upon?’ and I 
identified a critical moment in the data, which could be described as a light-bulb moment (de 
Haan et al., 2010) for each of the statements. 
Critical moments have been described as “turning points” (Carlberg, 1997), “epiphanies” 
(Denzin, 1989) or “fateful moments” (Giddens, 1991). In this research, a critical moment was 
simply a moment that intrigued me. It was these critical moments that assisted me in 
identifying the tensions teacher-leaders faced in their practice. Guilfoyle, Hamilton, Pinnegar, 
and Placier (2004) refer to “nodal” moments of experience that are “mined” in ways that 
“develop holistic understandings of theory and practice and, regardless of research design or 
analysis tool used, are most often the starting point of the work” (p. 1159).  
These critical moments and tensions are detailed in the discussion chapters (5 to 10). If one 
considers tensions exist between two different states or dualities (Berry, 2007; Eisenhardt, 
2000; Lewis, 2000; Smith & Graetz, 2011), one way of embracing both of them is by 
operating in the space between the two and moving from one to the other and back again, so 
that the tension between them is seen as constructive (Evans, Pucik, & Barsoux, 2002). 
Dualities were not simply alternatives, and as Seo, Putnam, and Bartunek (2004) suggest, 
both could be embraced simultaneously. 
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Tension, paradox and dialectical thinking are not the same concepts, although Michaud 
(2013) considers them as all part of the larger “tension family”. Tensions that result from 
simultaneously holding two opposite positions interconnect and it is these interconnections 
that present the possibility of bringing to light new knowledge (Berry, 2007). In my research 
study, the teacher-leaders indicated they experienced tensions in their practice, and this 
became evident in the data when they reflected upon situations that were ambiguous. They 
often found themselves being pulled in different directions (Berry, 2007) between what they 
believed and what they practised. Whilst Berry (2007) identifies tensions as a useful analytic 
tool, I chose to explore the movement created by tensions and introduced the term “moving 
between” to describe this dialectical process (Basseches, 2005; Paletz & Peng, 2009). The 
concept of “moving between” was the conceptual framework upon which this research was 
based. Moving between describes the situation that arises when one attempts to resolve 
tensions that are evident between “poles”. By being able to accept both poles as necessary one 
is then able to embrace both and move fluidly between the two in a dialectical movement and 
teacher-leaders in their role as middle managers are prone to experiencing such tensions 
(Bryant & Stenaker, 2011; Sharma & Good, 2013; Wooldridge, Schmid, & Floyd, 2008). The 
idea of this dialectical movement continued to intrigue me as I analysed the data, and this was 
demonstrated by this entry in my reflective journal:  
It is easy for us to understand the “poles”, as in “poles apart”. But how do we 
understand the “apart”? By this I mean, we can define teacher, we can define leader. 
What about what is in between? We can define tacit, we can define explicit. What 
lives in between? We can define the individual, we can define the group. What lives 
in between? We can comprehend the poles. (Excerpt from my reflective journal, 25 
January 2013). 
This journal entry prompted me to reflect on the idea that this was what I was truly trying to 
understand. What occurred in the “space between” two poles was difficult to define. Russell 
(2012) states “the reflection is in the action” (p. 15), and Visioning provides an opportunity to 
actively reflect whilst reframing a situation.  
I now present and explain my initial analysis regarding the second research question, which 
is: “How does the external facilitator encourage teacher-leaders to reflect upon their 
practice?” 
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4.6 Analysing Self 
When interpreting what teacher-leaders were reflecting upon, I also considered my role in 
encouraging them in this reflection. I interacted with data as I attempted to deeply explore this 
role. Following the meta-refection section, I adopted the use of tensions (Berry, 2007) as a 
way of interpreting this data. By examining the tensions the teacher-leaders faced as they 
reflected, I noted how I also moved between interactions, and this demonstrated a tension in 
my practice. 
To analyse “self”, I began by examining the interactions between the teacher-leaders and 
myself, and I did this by tracking the conversation. The interactions I had with each teacher-
leader intrigued me, although I had difficulty in deciding which were the most effective ways 
of analysing these interactions. The photographs of pattern-block representations provided a 
non-linear way of tracking the conversation, and I described the photographs as “the essence 
of the conversation” (excerpt from my reflective journal, 4 January 2013). I suggested to 
Keturah that the process had been useful in giving her an opportunity to articulate her 
thoughts, and she countered this by saying it was necessary also to reflect or consider it in the 
first place: 
I think that it is more than just being able to articulate it; it is the process of 
considering it in the first place. That you, the consultant, has a role in because 
without the prompts and the conversation, then probably you would not think about it 
in this format, and when you think about it in this format, it has implications for the 
way you would interact with people and the changing structures in teams. (Keturah, 
Meta-reflection, p. 6/12) 
Keturah had highlighted the role I had played in considering the situation in the first place, and 
this led me to further examine what I had been doing. I was interested in my comments in the 
written transcripts. What were the prompts I was using? Was I coaching or was I consulting? I 
began to highlight the written transcripts and examine what I had been saying. Table 8 is an 
example of tracking the interactions in the transcripts. The blue highlight indicates consulting 
and the grey highlight indicates coaching.  
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Table 8 
An Example of Tracking Coaching and Consulting Interactions 
 Tracking Coaching and Consulting – Visioning, Iris PS 
D Direct 
question 
So… we are going to try to…um… work on this…what is happening on the ground and see if we 
can… yep, turn this into a vision of what you would like to happen.. yep…  so I will let you get 
started. Where are you going to get started on this? 
H Well, I would like…The vision at the moment is only reaching the team coaches or PLT leaders 
D Suggest  Ok…So shall we… 
H There’s some…there would be some little links, yeah, but not strong links yet to the wider 
community, the teaching community of the school… 
D Question 
Apologetic 
consulting 
Is there anything in that the structure, that is inhibiting that vision? Now I don’t mean that, and 
please, you know me well enough to take that in the spirit of things…mmm. 
It’s not to do with the fact… the way you have got this represented that you are gatekeepers? 
H Mmm, I think there is an element of that. 
D 
Apologetic 
I don’t mean that in a bad way. 
H No…well… It is to do with relationships, definitely to do with relationships, mmm… to do with 
trust, and that takes time to build. 
D 
Agreement 
Absolutely. 
H And feeling in the tent rather than out of the tent. 
D Clarify, 
confirm 
question 
In the tent….Yeah, I like this tell me more…what do you mean? 
 
The data was interpreted by highlighting whether I considered my interaction was of a 
coaching nature or was a form of consulting. In undertaking this exercise, it provided a visual 
pattern that enabled me to see the movement between coaching and consulting. Words were 
placed in the margin to classify the types of responses, and I noticed they fell into the three 
categories, which are listed in Table 9: 
Table 9 
Key Words from Tracking Interactions 
Coaching Coaching/consulting Consulting 
Question State Direct 
Clarify Set the scene Assert 
Comment Read Advise 
Invite Suggest Show you 
Ask Apologetic response Tell 
Agree  Theory 
Feel  Instruct 
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Coaching Coaching/consulting Consulting 
Wonder  Inform 
Check  Consult 
Affirm  Moving on 
  Judge 
  Summarise 
  Propose 
 
I discuss the full implications of this analysis in Chapter 10. 
4.7 Statements to Describe Reflection-In-Action 
The resulting final statements describe the action involved in reflection. These statements 
were validated by the teacher-leaders. They contain tensions that I had identified through 
noticing critical moments in the data. The statements provided a response to both of the 
research questions, including stating what teacher-leaders reflected upon as well as what I did, 
as the external facilitator, to encourage this reflection. They became the basis for each 
discussion and analysis chapter and are as follows: 
• Teacher-leaders reflect upon orchestrating change by moving between the current 
situation and a preferred future.  
• Teacher-leaders reflect upon making connections by moving between acknowledging 
the complexity of the situation and attempting to create order. 
• Teacher-leaders reflect upon moving between a shared vision and a written strategic 
plan. 
• Teacher-leaders reflect upon leadership by moving between hierarchical, distributive 
and self-organising structures.  
• Teacher-leaders draw upon both tacit and explicit knowledge when reflecting-in-
action. 
• An external facilitator encourages reflection-in-action by moving between coaching 
and consulting interactions.  
4.8 Recognising Limitations  
There are limitations evident in this study related to qualitative research, the methodology and 
methods used (Bloomberg & Volpe, 2015; Rallis & Rossman, 2012). Some of the limitations 
of qualitative research relate to a small sample size and the subjective nature of interpretative 
research. The small sample size of this study generated a complex array of data and I believe 
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that further semi-structured conversations would have only yielded similar results. The 
process of reflection-in-action has been noted as difficult to capture (Bulman, 2013; Eraut, 
1995), and there were strengths and weaknesses in using the pattern blocks as a method of 
research. The strengths were that they provided a visual display of what the teacher-leaders 
were reflecting on, they provided a dynamic, creative approach, and they provided an 
opportunity to explore non-linear thinking. The limitations were that there were difficulties in 
analysing the photographs taken during the Patterning and Visioning process as this was an 
untested method. 
Understanding patterns, metaphors and models can be amplified by hermeneutic analysis 
(Abulad, 2007; Denzin & Lincoln, 2005; Giddens, 1987; Love, 1995). The visual images 
were immediately accessible to me as the researcher, and although they appeared to hold great 
potential for interpretation, I had noted “I don’t know how to do a visual analysis of pattern 
blocks” (excerpt from my reflective journal, 16 January 2013). A range of methods to analyse 
the visual images was considered, including observing the images and simply asking what 
“strikes” me (Saldaña, 2015), which was similar to Clayman’s (2012) suggestion of beginning 
with “noticing”. As has been previously noted, I also experimented with actually cutting up 
the photographs of the pattern-block representations into sections when I examined single 
teams. 
Following the meta-reflection section, I became concerned that I was the only one that could 
“read” the pattern blocks and wrote in my reflective journal “it is interesting to note that none 
of the teacher-leaders remember what the blocks stood for. Am I the only one that can read 
the pattern blocks?” (18 March 2013). This concern became more evident as I attempted to 
discuss the photographs of the pattern-block representations with my supervisors, and I came 
to the realisation that these representations may have only had meaning for those present 
when they were being constructed.  
4.9 Chapter Conclusion 
In this chapter, I have presented the details of the multiple qualitative data sets, which include 
the transcripts from the semi-structured conversations, the photographs of the pattern-block 
representations from the Patterning and Visioning sections, the annotated photographs of 
these representations and excerpts from my reflective journal. The organisation of this data 
was also explained. An overview of my initial analysis was provided, which explained how I 
identified themes, categories and codes, with the aim of developing a range of statements to 
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present to the teacher-leader for validation during the meta-reflection section. In the following 
chapters, discussion, analysis and findings are intertwined.  
Each of the following discussion chapters (Chapters 5 to 9) relates to one of five broad 
themes: change, organisation, strategy, leadership and knowledge. In each of them I discuss 
how I interacted with the research data and the teacher-leaders by moving between coaching 
and consulting, and the tensions that developed are also explored in the body of each chapter. 
A quotation is provided at the beginning of each chapter, which highlights an underlying 
philosophical stance related to the theme being discussed. Each of the following chapters is 
structured in a similar way and includes data which is presented with a focus on reflection-in-
action.
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Chapter 5 
 
Change – Moving Between the Current Situation and a Preferred 
Future 
The world as we have created it is a process of our thinking. It cannot be changed without 
changing our thinking. (Albert Einstein) 
5.1 Preface 
Reflection-in-action provides opportunities for teacher-leaders to plan how they might 
orchestrate change. This chapter examines the data including pattern-block representations 
which provides evidence of the change teacher-leaders desire between their current situation 
and a preferred future. The paradox of change is also explored and problematic situations are 
framed as tensions. By encouraging teacher-leaders to embrace these tensions by “moving” 
from one to another and back again, I identify approaches which assist them to embrace 
change. 
5.2 Introduction 
What if your role required you to orchestrate change? How would you know what you were 
planning on doing would be effective? Throughout this chapter I present the argument that 
teacher-leaders reflected on orchestrating change by considering their practice in new ways 
(Russell, 2012). Change was ever present in a school environment (Everhart & Chenoweth, 
2013; Fullan, 2003) and the pattern-block representations constructed by each of the six 
teacher-leaders visually demonstrated the desired change between the current situation they 
faced and a preferred future. The current situation may have been inherited or they may have 
helped to create it, but regardless of this, it was their everyday reality (Dewey, 1933; Kouzes 
& Posner, 2009). The future was seen as an ideal, a vision, something to be aimed for.  
Teacher-leaders constructed a pattern-block representation to demonstrate their current 
situation, referred to as “Patterning”, and then reframed this to represent their preferred future, 
which is referred to as “Visioning”. As they moved between the two, they reflected on the 
“indeterminate swampy zone” of their practice (Schön, 1983) as it was here that tensions 
existed, where it was messy, complex and where there were no simple solutions. By 
considering the visual data from the pattern-block representations, the written transcripts and 
the information from the meta-reflection section, the statement “a teacher-leader reflects upon 
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orchestrating change by moving between the current situation and a preferred future” was 
developed.  
5.3 Emphasising Self-Study 
Self-study methodology (Brandenburg, 2008; LaBoskey, 2004; Samaras, 2011) guided this 
research as I examined my own practice in encouraging another person’s reflection. Therefore 
I was an integral part of this research, and to examine my role in encouraging reflection, I 
initially needed to identify what it was that teacher-leaders reflected upon. Teacher-leaders 
were eager to talk about the changes they were interested in making to the structure of their 
teams. 
5.3.1 What reflection-in-action looked like. The process of considering where to 
place pattern blocks required reflection-in-action. As the teacher-leaders in the study 
constructed the Patterning and Visioning representations they articulated their thoughts and 
reflections; they thought about what they wanted and then moved the blocks to demonstrate 
their thinking. I describe this as “reflection-in-action” (Schön, 1983) under the premise that 
the teacher-leaders were thinking and doing and at the same time they were changing their 
actions when they became surprised, puzzled or recognised something problematic 
(Greenwood, 1993; Schön, 1983). This notion of surprise and puzzlement was also relevant to 
my practice because I changed and adapted the way I interacted with them based on what they 
were saying and doing.  
Reflection-in-action was demonstrated by Hannah at Iris PS. As she constructed her 
Patterning, she decided to place a pattern block in a certain position, and then she re-
considered, stating “I am even going to bring him closer” (Patterning, p. 10/13). She reflected 
and then acted, even though this “act” was simply moving the pattern block to another 
position. Considering that reflection-in-action was seen as a difficult concept to capture 
(Bulman, 2013; Eraut, 1995), the process of Patterning and then moving to Visioning was a 
way of demonstrating this. Using the pattern blocks enabled the teacher-leaders to reflect on 
the change they wanted to orchestrate in their leadership structures, their team’s 
understandings and the way vision was shared, and this occurred as they tried a number of 
configurations. They reframed their situation and moved the pattern blocks until they 
eventually decided they liked what they had constructed. An example of this reflection was 
articulated by Hannah: 
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We have a shared vision with all of the leaders in the school. There is a very clear 
vision of where we are going and where we want to be, so we’ll just link us through 
that.[silence] Hang on a minute, because the vision isn’t necessarily shared by the 
PLTs. (Patterning, p. 1/13) 
The statement “hang on a minute” was based on the realisation that a line of vision was not 
extended to the professional learning teams, and this type of realisation often became the basis 
of a strategy developed in the Visioning section. As the external facilitator, I listened for such 
opportunities when encouraging teacher-leaders to reflect. 
5.3.2 Meta-reflection. The meta-reflection section provided an opportunity to enable 
further layers of reflection. The initial statement I developed relating to the theme of change 
was simply “teacher-leaders enact change”. On reflection I realised that, as middle managers, 
they not only enacted change, they were well placed to consider and orchestrate this change 
(Gunter & Fitzgerald, 2007; Hoon, 2007; Huy, 2002; Rouleau & Balogun, 2008). Miriam at 
Gazania PS stated, “I think it is at the teacher-leader level that the change happens” (Meta-
reflection, p. 15/19). She made this comment when considering her earlier reflections and this 
provided me with insight on how using the pattern blocks assisted reflection. Keturah from 
Wattle PS also found the photographs of the pattern-block representations useful: 
I think without something, without the concrete materials that you use, there’s no 
way of tracking the conversation as we go and having the photos to refer back to and 
seeing the change in the photos. It takes it to a new level that you wouldn’t get to 
with just an open conversation. (Meta-reflection, p. 12/12)  
Having time to further reflect was important and the meta-reflection section of the semi-
structured conversations provided this time as the teacher-leader and I had the opportunity to 
discuss the statements I had developed and we jointly reflected upon the earlier conversations 
from the Patterning and Visioning sections. Carmel from Waratah PS discussed the effect 
orchestrating change had on her practice: 
To me, having had coaching experience, that is something that I feel really probably 
really passionate about because when you personally see the change that you have 
made in your own practice and you have evaluated it, it has been successful it is such 
an empowering feeling, you know you are on top of the world and you think you 
know I’ve made this small change yet what impact it has had for this group of kids. 
(Carmel, Meta-reflection, p. 7/13) 
Teacher-leaders reflected about orchestrating change in their school. Looking back on the 
Patterning and Visioning photographs, Naomi from Fern PS commented, “It looks messy 
doesn’t it and there are no two teams alike, there is not a lot of commonality between those 
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teams. I think that has changed” (Naomi, Meta-reflection, p. 1/11). Using the photographs 
assisted in further reflection. During our discussion in the meta-reflection section, Keturah 
confirmed that the statement “teacher-leaders enact change’ resonated with her: 
I think that that is the key element within a teacher-leader’s role because if it is not to enact 
change then why are they in a leadership role in the first place? If it’s purely administration 
or something along those lines, then there is no benefit in the role that they are undertaking 
and somebody else could do that job; it’s not a leadership role. (Meta-reflection, p. 7/ 12) 
Even though this statement was supported in the data, something was missing. Keturah 
reflected on where she was presently, stating she was “between the two pictures” (Meta-
reflection, p. 2/12). This comment referred directly to reflection-in-action as she was 
reflecting on the present situation, whilst also reflecting on an ideal future, and she was 
moving between these two states. This comment prompted me to incorporate a tension into 
the statement to describe this movement. The statement changed from “teacher-leaders enact 
change” to “teacher-leaders reflect upon orchestrating change by moving between the current 
situation and a preferred future”. Further tensions related to change were identified by 
exploring the data and noting critical moments. 
5.3.3 Encountering a critical moment. Photographs of the pattern-block 
representations presented me with visual evidence of the tension facing a teacher-leader. This 
tension described as being “between the two pictures” by Keturah occurred as the teacher-
leaders realised they wanted change but they didn’t want to change everything. When a 
teacher-leader was between the two pictures, they were in a space where the possibility of 
change existed. The identification of this tension encouraged me to revisit the written 
transcripts to identify further evidence that might support my interpretation of the pattern-
block representations. Carmel succinctly described the moment she recognised she understood 
the current situation she faced, that it was time for her to orchestrate some sort of change: “I 
actually think this is what it looks like right now. I do think that’s what it’s like and I want it 
to be different” (Carmel, Patterning, p. 6/7). 
Carmel was faced with what Berry (2007) suggests is an “internal turmoil” as she wanted the 
situation to change, but was undecided on exactly how to achieve this. The phrase “I want it 
to be different”, once articulated, indicated that change was desired, and as the external 
facilitator, I was able to respond to this invitation and encourage further reflection. This 
critical moment defined the tension that the teacher-leaders faced when reflecting upon their 
current situation whilst considering future possibilities.  
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5.4 Orchestrating Change 
What relationship did teacher-leaders have with change? How could this relationship be 
described? To orchestrate change implied action. The word “orchestrate” has two dictionary 
meanings: a musical reference being to “arrange or score (music) for orchestral performance” 
or to “plan or coordinate the elements of (a situation) to produce a desired effect, especially 
surreptitiously” The initial choice of the word “orchestrating” to describe the action a teacher-
leader used when involved in change originated from the musical reference and I had made a 
note in my reflective journal, “when Keturah was talking about a team, her hands moved as 
she encompassed the group, it was if she were conducting in an orchestra” (excerpt from my 
reflective journal, 23 August 2012).  
Interestingly the second definition for “orchestrate” was also relevant to this study – “co-
ordinating elements to get the desired effect” – as this describes the Visioning process 
although the word “surreptitiously” unsettled me. To address my concern that the discussions 
held were not about talking “behind people’s backs” or surreptitiously, names were not 
mentioned; instead, words such as “teacher” or “leader” were used to describe each person 
referred to by the teacher-leader. The actual identities of the teachers were not revealed. 
Conversations involved generalising and using pseudonyms and ethical considerations were 
of prime importance as abstract elements not the person were discussed. To orchestrate 
change, teacher-leaders needed to be given an opportunity to articulate their reflections and 
co-ordinate elements to reach a desired effect. 
Excerpts from DEECD’s (2012) documentation that relate to the role of a teacher-leader 
include the terms; initiate, plan and manage change, and all of these actions imply some sort 
of orchestration and moving around of elements. The teacher-leaders in the study articulated 
how they initiated change. For example, Sarah discussed how she developed a model for 
school improvement in a small school by using a literacy reference book as an organising 
framework for her professional learning team (PLT). They also articulated how they planned 
change. Carmel was involved in planning for the following year when I first visited her and, 
consequently, she thought our meeting was timely as it would help her to reflect on what she 
wanted to do. The teacher-leaders articulated how they managed significant change. Hannah 
discussed her agenda at that time, which was a whole school focus on assessment and 
differentiation. Teacher-leaders initiate, plan and manage change; however, the outcome of 
this research revealed more about what teacher-leaders reflected upon before they enacted this 
change and how they planned to orchestrate this change. 
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5.4.1 Reflecting on the current situation. One reflects on the present in order to learn 
from experience and understand and develop practice (Jasper, 2003). Having an opportunity 
to explain the complexities of existing teams and the communication pathways between these 
teams, enabled the teacher-leaders participating in the research to describe the current team 
structures in their schools. The amount of time and attention they took to articulate every 
minute piece of information was surprising as I had initially thought that the first section of 
the discussion, where the current structure of their team was constructed, would be quite 
quickly completed and they would be eager to move to the Visioning section to articulate their 
preferred structure. This was not the case. I had not been aware of how important this 
opportunity was and I reflected on this point in my journal: 
I just realised as I was transcribing Iris PS that teacher-leaders really like talking 
about their current situation. I thought they may rush through this but they like to go 
into great detail. I wonder if it is because someone is listening to them. Have they 
had the opportunity to talk like this before? If they have, who to? (17 November 
2012) 
Providing time to reflect enabled the teacher-leaders to have a strong voice as only they could 
explain their current situation, comment on what they had achieved, and identify areas for 
improvement. By establishing this strong voice, as the external facilitator I acknowledged the 
positives that had been achieved. The current situation did not always have to be left behind in 
the change process and some strategies may still have needed to be consolidated. Change can 
be targeted and individual, and not everything was required to change at the same pace. 
Hannah had implemented a range of strategies, therefore I commented: 
What you’re building is very much together, so what I am thinking at the moment is 
that your strategy is going to be quite an advanced strategy because you got have 
certain things in place. (Donna, Iris PS, Patterning, p. 2/13) 
Hannah was pleased with this affirmation, as the school had been working on a number of key 
strategies, and by acknowledging success, she was encouraged to consider change in other 
areas. All situations in a school varied and Keturah described her Grade 1–2 team, which she 
considered was high performing: 
I know that their planning is connected; I know that their assessment is connected; 
and I know that their classroom practices for differentiation and big picture goals for 
the students they work with are all connected. (Patterning, p. 1/7) 
Keturah was attuned to her current situation and knew her teams well. She was aware when a 
team of teachers were performing well, or when one teacher may need further support. To be 
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able to articulate their current situation effectively, the teacher-leaders required extensive 
knowledge of their teams and teachers and were more likely to share their reflections if I 
acknowledged the complexities they faced. They were then amenable to considering change 
when reflecting on a preferred future. 
5.4.2 Reflecting on a preferred future. By constructing a preferred future (Boud et al., 
2006; Keevers & Treleaven, 2011), the teacher-leaders had an opportunity to think about the 
change they wanted to orchestrate whilst at the same time realising this was an ideal 
representation or a “perfect world” scenario. The Visioning was constructed using the same 
pattern blocks that had been used for the Patterning and the teacher-leaders rearranged these 
blocks to reframe the current situation. At one stage Naomi attempted to use two blocks, in 
different positions, to represent one person, and I explained the reason why this was not 
possible:  
As you build that, you can move that person to there, you can’t just reach in and get 
another block and put that person there, as another block, because one person can 
only be in one place at one time. Does that make sense? (Donna, Iris PS, Patterning, 
p. 1/13) 
By reflecting on where they placed a pattern block in the representation, the teacher-leaders 
were able to address the issue of staff having more than one role at one time. If this was the 
case, they were then able to move this pattern block to demonstrate the number of roles a 
person may have. However, to do this it became apparent that clear “pathways” were required 
for this person to move from one role to another. The images below demonstrate a 
comparison between Patterning and Visioning. Keturah developed her Visioning 
representation by constructing every team in a cohesive fashion. She wanted all teams to be 
high functioning and she recognised this as a perfect or ideal world. She reframed her 
previous Patterning representation to make a more symmetrical and ordered representation 
(Figure 11). 
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Wattle PS, Patterning, 23 August 2012 Wattle PS, Visioning, 23 August 2012 
Figure 11. Comparison of patterning and visioning. 
These photographs provide evidence that the teacher-leaders would like change to occur, 
although they understand that this vision was aspirational, realising it would be difficult to 
achieve in reality. Carmel’s idea of an “ideal world” at Waratah PS was where teachers 
mentored each other – “they would be involved in their PLT supporting each other” 
(Visioning, p. 1/7). She felt that although this did not happen across the whole school, it did 
occur in some teams, and as this practice had potential to be further developed, she was not 
starting from a “blank slate”. Achieving a perfect structure was seen as impossible and 
Keturah commented “every year, every term sometimes, there is staff change” (Visioning, p. 
2/7). 
When the teacher-leaders reflected in the meta-reflection section, it was interesting to note 
that none of them had achieved the ideal situation of their earlier Visioning representation, 
although they all had orchestrated some change and were already planning for a new vision. 
The moment the future plan started to be achieved, it became the new “current situation” and 
the teacher-leaders then moved towards their new future plans. However, a tension will 
develop when one becomes aware that a perfect future is never going to be fully realised. 
Continual change was evident in each school setting as external influences such as 
government initiatives and policies impacted upon future plans:  
So these are the teams as they stand at the moment and who knows what the teams 
might look like in the future as well, because with the introduction of the national 
curriculum, that could change the PLT structure. It could change, but the idea of the 
people being connected stays the same (Keturah, Visioning, p. 2/7). 
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Keturah highlighted that connecting people together in teams provided a way of coping with 
change. Staff change, curriculum change, or policy change was often imposed, but she could 
focus on elements related to connecting people, leadership and shared vision, and by 
reflecting on these, attempt to orchestrate sustainable change. By dismantling the Patterning 
and using the same pattern blocks to construct a future Visioning, the teacher-leaders were 
able to “let go” of the present. They reframed their current situation and this provided a sense 
of security – a scaffold – as they could move onto to the next stage without leaving everything 
behind.  
5.4.3 Different perspectives. When reflecting on orchestrating change, the teacher-
leaders considered where they were in the change process. Very often it was not one place, but 
many; they shifted positions and being in more than one place assisted them in identifying 
where change was required across the whole school. Where they placed the block representing 
them in a team structure appeared to depend on the length of time they had been at the school: 
It seems to be that everybody is moving in the same direction and that’s something 
that we worked really hard to get and as I say it could be that my vision has changed 
maybe when we did this one, I was down here amongst that and now I feel like I, you 
know, managed to look at things from a different perspective. (Naomi, Meta-
reflection, p. 1/11)  
This ability to change perspective gave Naomi greater insight into the change that was 
required. She was simultaneously in the leadership team and in the teams of teachers as well 
as working with individuals. Tensions developed as the teacher-leaders moved towards the 
future whilst staying connected to the current situation. 
5.5 Exploring the Tensions  
Teacher-leaders operate in the present whilst continually planning for the future. Opposing 
phenomena could co-exist and embracing two opposites assisted in bringing about change 
(Wong, 2006). Whilst the past and the present were not “opposite”, they were different states, 
and embracing the tension between the two encouraged the acceptance of contradiction and 
ambiguity of everyday practice (Smith & Graetz, 2011). In Figure 12, the photographs of the 
pattern blocks succinctly present the change in team structure that Miriam attempted to 
orchestrate. 
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Gazania PS, Patterning, 25 September 2012 Gazania PS, Visioning, 25 September 2012 
Figure 12. Linear and non-linear representations. 
A tension had developed as the Patterning was linear whereas the Visioning was organised 
and connected, and Miriam wanted the present situation to be different. She explained how 
she had developed this representation: “I just plonked the PLTs out; I might even put them out 
in a linear way because at the moment, that’s the encapsulation of these teams” (Patterning, 
p. 1/12). The linear nature of teams was not considered ideal, with one issue being the 
leadership team was at the top of the representation whereas Miriam was keen to place the 
leadership team in the centre of the Visioning. 
It had become evident from the data that a number of tensions had developed that were 
demonstrating the paradox of change. In the next section these tensions are explored, and they 
are: change is constant/at times nothing changes; change is needed for all/change is 
individual; and change is difficult but necessary/it is easier to stay in the present. 
5.5.1 Change is constant/at times nothing changes. The teacher-leaders had an 
expectation that change would be constant, and that they would seek opportunities for 
improvement. As Carmel suggested, “We are reflective in nature. I don’t think there is ever 
an end point” (Meta-reflection, p. 10/13). This sentiment, that change was constant, was 
reflected by others: 
It never stops does it? So if you came back in six months’ time and then another six 
months and another six months, it will never be the same picture and you won’t ever 
say ‘that’s the picture I have got and I am happy with that and let’s never change 
that again’… it won’t ever end. (Keturah, Meta-reflection, p. 12/12) 
Schools were operating in an environment of constant change and by acknowledging that 
there would never be an end point, it was easier to accept the need for continual incremental 
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steps. In some settings, there had been a period of change preceding the semi-structured 
conversations. For example, Sarah commented that “there has been a big change over the 
past 12 months” (Patterning, p. 1/10). This “big change” was that, as a new principal in a 
small school, she had introduced the concept of a “professional learning team”.  
Hannah had been involved in a restructure with her new principal, where the leadership team 
had roles as team coaches. I asked her if it had always been like this, and she commented “it 
has changed quite dramatically” (Patterning, p. 2/ 13). The teacher-leaders were amidst the 
effects of change (Beckett & Hager, 2005; Yanow & Tsoukas, 2009) during this research, and 
it was important that I, as the external facilitator, was aware of the impact of continual change 
upon them. I could then encourage them to consolidate strategies rather than attempt to 
orchestrate further change. 
By establishing that a state of constant change existed, the teacher-leaders accepted that the 
change they would like to achieve may not eventuate in the exact way they had planned. They 
realised their planning may well just become the new current situation and different 
improvement strategies may need to be put in place. They were able to reframe the current 
situation into a preferred future and they identified the change that they would like to 
orchestrate by developing a Visioning representation. The paradox of change, however, was 
that at times there was no change at all.  
5.5.1.1 The paradox of change. Even though change was seen as constant, sometimes 
things didn’t appear to change at all. This paradox of change (Lüscher & Lewis, 2008) was 
unsettling as Miriam commented: 
You think you have moved and I think we have, but this hasn’t moved at all. This is 
still the same and has the same issues, the conversations have changed here so I am 
hoping that in this Patterning we’re representing that, I think we are acknowledging 
that there are still issues here, but representing some change in that respect. 
(Miriam, Meta-reflection, p. 7/19) 
Miriam referred to the photograph of the original Patterning representation and was 
attempting to construct a new pattern-block representation in the meta-reflection section, as 
she had identified that the leadership team had not changed at all. In fact, they were still 
disseminating information out to the teams from a top-down perspective. While she had 
attempted to orchestrate change, the strategies had not worked and she was now situated in a 
new “current situation”, one that was quite different from when the research had begun. She 
had not reached the future she had earlier sought.  
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There were many reasons why change had not occurred as planned. Teachers were often 
resistant to change (Bohn, 2014; Fullan, 2001; Zimmermann, 2006) and the teacher-leaders 
recognised that change was not an easy process for everyone. As change was implemented, 
situations arose that may not have been expected. Teachers, at times, will revert to operating 
the way that has worked for them in the past (Hargreaves, 1995), and school culture impacts 
on this as the drawback to the existing culture can be very strong. Hannah, for example, led a 
PLT that had established a long-standing relationship with the teachers and knew them well: 
One teacher has found the change in expectations difficult and has always been quite 
a conscientious teacher, but doesn’t feel as if they want the extra workload of having 
to change. Has been out here but is moving back. (Hannah, Patterning, p. 4/ 13) 
By accepting the paradox that change was constant and realising at times that nothing had 
changed, Hannah was able to reflect deeply on the effects of change upon the teachers and 
teams at her school. As the external facilitator, I could encourage this reflection and support 
her to move ahead with change initiatives and also take into account that change may not 
occur as planned. 
5.5.2 Change includes everyone/change is individual. When writing plans and setting 
goals, there was an expectation that all teams would be involved in the change, yet each 
individual and each team had different change requirements. Expectation of change varied, 
and this was clearly identified by Keturah when she suggested: 
Change, for example, in my setting would not be relevant to change in somebody 
else’s setting because those roles are completely different. No, that’s not true, roles 
might be the same but the change needed might be completely different. (Meta-
reflection, p. 7/12) 
As the external facilitator it was important that I identified the change that the teacher-leaders 
were interested in implementing. Change strategies that were introduced in a top-down 
fashion from state or regional levels did not often consider and acknowledge this.  
Not all teams needed to change. This was evident as the teacher-leaders constructed their 
current situation and they articulated the differences in their teams. Some teams were 
considered successful, high-performing teams and these teams were represented in a cohesive 
fashion: “I am going to put these all here because this is a high-functioning team, even 
though there are graduates in here, they are all working together” (Keturah, Patterning, p. 
2/7). A high-performing team from Wattle PS is represented in Figure 13. The signs that it 
was high performing include the red teacher-elements being closely connected to the yellow 
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team-element and the pedagogical elements being all in place. The orange leader was 
connected to the team and the vision element was touching the team rather than just one 
person. By providing an opportunity for the teacher-leaders to comment on what was going 
well, they were able to demonstrate the strategies that had been successful in the past and 
explain those they may have chosen to build upon.  
 
Figure 13. A high-performing team at Wattle PS. 
Carmel recognised when improvement was required, and she described her Prep-2 team, a 
team that had been working on assessment strategies, but the improvement she expected was 
yet to be realised. She stated, “also in that team are three teachers and I think there is still a 
strong assessment element, but I wouldn’t say it is quite where we are wanting it at the 
moment” (Carmel, Patterning, p. 1/7). She wanted to make changes and develop a strategy to 
do this because some of her teams had been described as quite dysfunctional. This same 
tension regarding whether change was needed for all or change could be individual was also 
demonstrated by Naomi at Fern PS. She constructed her 5/6 team in a disconnected way, 
stating it was a team of individuals that was being led by a person who was not interested in 
changing, and this person displayed the following attitude:  
I am the PLT, yeah, and there is a very strong culture of what happens in this part of 
the school, very traditional; this is what we do, you know, we do the torch test here. 
A very strong culture, I think that is going to be my biggest challenge, a really big 
challenge. (Naomi, Patterning, p. 5/8) 
Figure 14 shows Naomi’s representation of this team, and she described it as a team of 
individuals. The red trapeziums represented the teachers and they were disconnected from the 
team (yellow hexagon) and each other. These teachers understood and used assessment 
practices (green triangle) but did not use assessment to differentiate their practice (blue 
rhombus).  
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Figure 14. A representation of a dysfunctional team – Fern PS Patterning. 
The grade 5/6 teams at Iris PS, Wattle PS, Gazania PS and Fern PS were all of a similar size 
and each teacher-leader reflected on this lack of ability of teachers to use assessment to 
differentiate their practice. When dysfunction in a team was identified, targeted change was 
required. Therefore change may be required for some but not for all. 
5.5.3 Change is difficult but necessary/it is easier to stay in the present. Hierarchical 
structures can be difficult to change (Pfeffer, 2013), and when considering making changes, 
Naomi reflected upon whether there was too much change happening. She articulated how 
this had impacted upon her practice:  
I think some of the teams have changed, too, and we have also put in place some 
processes that are making a big difference, and I think that teams are going along 
really well. I know I am very wary of overburdening them at the moment because 
there have been some changes and they are not used to change. (Meta-reflection, p. 
1/11)  
In an attempt to monitor change, Naomi intuitively noted when a tension “pulled” too much. 
Traversing the zone between the present and the future could be difficult, and Hannah 
commented: “They are constantly moving; the sand is always moving beneath your feet, isn’t 
it?” (Patterning, p. 11/13). Recognising the effects of change and pacing this change was an 
important strategy as some people were more resistant to change than others. Hannah 
commented again: “I have a proportion of teachers that have been in the school for quite a 
long time and have got into quite comfortable ways of working, so [there is] now a bit of 
discomfort, which I am having to manage” (Patterning, p. 6/13). She accepted that change 
was difficult “and inevitably if we are bringing about change, that’s going to bring up 
challenges isn’t it, and we are facing some challenges” (Hannah, Visioning, p. 2/7).  
Orchestrating change presents difficulties and challenges (Lüscher & Lewis, 2008). However, 
danger exists if no change occurs. Sarah understood that change was difficult, but highlighted 
the dilemma if there was indeed no change: 
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You can try and enact change, but if circumstances aren’t right, it’s like sanding 
against the grain, but then do you wait till everyone’s ready? Do you ignore the ones 
that aren’t keen and just go with the ones that are? It’s a bit of everything, because if 
you ignore people you are just saying you are never going to come; well, what if they 
stay at school for 10 years? (Sarah, Meta-reflection, p. 9/ 11) 
The comment that “it’s a bit of everything” indicates that Sarah was able to embrace the 
tension of having either too much change or no change at all. She accepted that teachers and 
teams may need to stay in the present for a period of time. If there had been too much change 
on the agenda, there needed to be some time to reconsider strategies and consolidate what had 
been happening. Naomi had also experienced this at her previous school: “You walk into 
some schools and change is the norm, you know. What’s it going to be this week? The 
teachers have change for tea!” (Naomi, Meta-reflection, p. 7/11). She commented that at 
times change was overwhelming: 
I think in schools where change is the norm, it comes from all different directions, 
doesn’t it? Often from the leadership above. I think that sometimes, then, the people 
on the edge or in the midst of it see all these changes, and then just seek any change. 
(Naomi, Meta-reflection, p. 7/ 11) 
When change appeared to be “coming from all directions”, it was unlikely that it was being 
orchestrated or planned. Naomi had recently moved into a role, where she was able to step 
back and examine holistically what was happening in her school:  
It is interesting. When I was in a coaching role, I would look back now and think how 
much I pushed for change, when really sometimes the timing wasn’t great, and so 
that is the thing about this role, you see what’s going on in maths and what’s going 
on in ICT and what is happening in the PLT you have a much more broader view. So 
you can see when it’s time to stop for a while and just take… not the foot off, but not 
introduce anything else that is new. (Naomi, Meta-reflection, p. 1/11) 
Given time to reflect on the tension that change was difficult but could be paced, Naomi was 
well placed to develop a holistic view of the change that was occurring across the school and 
she was able to support teachers in the change process.  
5.5.3.1 Who sets the goal posts?  The teacher-leaders, along with the leadership team, 
set their own goals. However, tensions were often increased when goals were also set by 
external influences such as regional or systemic change initiatives. Carmel, when reflecting 
upon change, commented that her leadership team often “changed the goalposts”:  
I just sort of think sometimes about you know of being resilient and I think it’s a bit 
more of what you said before about never really not so much about being satisfied 
but you change the goalposts on yourself. (Carmel, Meta-reflection, p. 10/13) 
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Miriam also commented on how she adjusted the rate she addressed change, and stated that 
“Do you know what, that is exactly what I’ve tried to do this year, from the point of view of 
‘let’s try and change some behaviour before we go to that next layer’ ” (Visioning, p. 5/12). 
The change process in a school benefited from being aligned because the change that was 
required by a system must connect to the change required by a region or district as well as by 
the leadership team in a school. A tension occurred when the change in the school did not 
align with the change imposed from the system. So, how did the teacher-leaders cope with 
these tensions?  
5.6 Embracing Tensions 
Tensions related to change were evident, and I was interested in how the teachers coped with 
these tensions (Berry, 2007). The word “coped” was abandoned when I realised the teacher-
leaders were not merely coping; they were moving between the two areas defined in a tension. 
They were embracing change and the associated tensions as a way of tolerating the ambiguity 
and complexity in their school setting (Puccio, Mance, & Murdock, 2010). I identified a 
number of approaches that I employed to encourage them to reflect on ways to embrace 
change, and these included: suggesting they reflect on both the big picture and the smaller 
details; providing them with an opportunity to consider an analogy of their Visioning; 
discussing how change was measured; and suggesting they consider going “back” before they 
moved forward again. Embracing tensions created possibilities for change (Mease, 2016; 
Wong, 2006) and these were explored as the teacher-leaders reframed their Patterning into a 
Visioning representation. As the external facilitator, I listened for opportunities to move them 
from Patterning to Visioning as often they were more comfortable talking about what they 
knew and less confident about planning for the future. By moving the conversation into 
reflecting on the indeterminate swampy zone (Schön, 1983) of their practice, the teacher-
leaders were encouraged to embrace the tensions confronting them.  
5.6.1 Moving between the big picture and the small detail. By first establishing the 
current situation – the “now” – and representing it in a holistic, visual representation and then 
reflecting upon it, the teacher-leaders were able to articulate the change they wanted to 
orchestrate. The importance was in understanding the whole yet still being able to focus on 
the parts (Grant, 2013; Morin, 2007; Pascal, 1656, as cited in Rorty, 2003; Schwandt, 2007). 
As they considered the “parts”, they constantly returned to the big picture. It was the 
movement between both situations which enabled tensions to be embraced, and the teacher-
leaders were encouraged to spend time reflecting on the whole school as well as at the same 
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time reflecting on individual teams. Sarah was asked if she could move between the big 
picture and the minute detail when we were discussing vision: 
Go back to what I mentioned before. There’s the big picture and there’s the tiny 
picture. I think because you have done so much change, you have spent so much time 
in that little fiddly detail, which is important, don’t worry, but what I am thinking is 
by doing that you have let the big picture go and everyone is a bit busy. Therefore if 
you could possibly move between the two… (Donna, Dahlia PS, Visioning p. 1/6) 
To reflect upon change across the whole school, the teacher-leaders needed to be mindful of 
the strategies being utilised in each team, and be able to do both simultaneously. By having a 
holistic view of the school, they could then monitor the impact of change, and even though 
this change was constant, the pace of that change could be adjusted. They could slow the rate 
of change when required as they reflected on the impact it was having for teachers and teams. 
5.6.2 Using analogy to consider change. Based on the Visioning representation, an 
analogy was developed, which led to a discussion on what the pattern-block representation 
was “telling” us, what was the back-talk, or “what strikes you”? 
Analogy promotes a creative thinking approach (Shen & Lai, 2014) and enables one to search 
for similarities to other situations where change has successfully been implemented. The Tour 
de France race and a “chandelier” structure were amongst two of the analogies suggested, and 
these assisted the teacher-leaders to reframe their thinking on how they might address 
problematic situations. The use of analogy is discussed in detail in Chapter 8. An opportunity 
to reflect on future possibilities was required, despite knowing that these may not be realised. 
Consequently, by considering analogy, the teacher-leaders were able to think “outside the 
square” and consider creative strategies to achieve this future.  
5.6.3 Measuring change. Change was difficult to track when one was amidst the 
change. By comparing the Patterning and Visioning representations, and then the meta-
reflection representation, Sarah was provided with feedback on the change she had already 
orchestrated. She constructed a new pattern-block representation when I visited her in the 
meta-reflection session and compared that to the photograph of the original Patterning I had 
brought with me, and she commented, “I should keep that like a picture on the wall because 
that makes me feel good” (Sarah, Meta-reflection, p. 6/11). This change is demonstrated in 
Figure 15. 
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Initial Patterning, Dahlia PS, 6 September 2012 New Patterning in Meta-reflection, 
Dahlia PS, 20 March 2013 
Figure 15. Measuring change. 
Sarah had visual evidence after six months that by implementing a professional learning team 
process she had been able to align everyone’s vision, and they were all “pointing in the same 
direction”. Change had been achieved and could be measured even though she was amidst this 
change.  
5.6.4 Going back to move forward. Hannah identified a strategy she was in the 
process of implementing, and it could not have been considered as “the present” whilst it 
hadn’t quite realised its potential as the future. This situation existed between the present and 
the future, and I encouraged Hannah to articulate the “pathway” she was planning to take; 
where she was starting from before she moved to where she wanted to be: 
Hannah: That is a work in progress. 
Donna: But we are visioning…so we are allowed to do a “work in progress”. Do you 
want to do to work on this before you add that because of space? (Hannah and Donna, 
Visioning, p. 2/7) 
This back and forth movement reflected the tension a teacher-leader faced. The present 
situation was discussed as well as possibilities for the future. The path was never 
straightforward, and at times I asked them to “take a step back” to clarify what they were 
articulating as well as to encourage them to reflect on what they had already achieved: 
The fact that you’ve got this text that you are working through, you have got a very 
strong vision. What I am thinking is that you are not articulating this strong vision, 
so if we go back a few steps, just tell me why? Why have you got a PLT? Why have 
you got a PLT that focuses on this book by Debbie Miller? What is your vision in 
doing that? What are you trying to do with your staff? (Donna, Dahlia PS, Visioning, 
p. 2/7) 
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“Taking a step back” as a strategy was encouraged during the Visioning section. This was 
done to encourage clarification, which is demonstrated in this discussion with Hannah: 
So, let’s go back a step and, say, let’s go back to what we had here. We had some 
other things like leadership, assessment, and differentiation. Can we say it’s implicit 
that it is improving student outcomes but coming from a different tack? Saying we 
have a vision for differentiation in our school or we have a vision for assessment 
linked to, or we have a vision for leadership. (Donna, Iris PS, Visioning, p. 6/7) 
Paradoxically, the approach of asking Hannah to take a step back encouraged her to move 
forward, and this was a similar approach to Senese (Brandenburg, Berry, & Senese, 2008), 
where he examined axioms such as “go slow to go fast”, and “be right to lose” and “relinquish 
control in order to gain influence”. Even though tensions existed, by encouraging reflection, 
the teacher-leaders were able to move between the big picture and the small detail, and they 
used analogy to consider possibilities. They used pattern-block representations to measure and 
track change, and they reflected on the “swampy” zone of their practice (Schön, 1983). All of 
these approaches encouraged the teacher-leaders to embrace a range of tensions related to 
change and enabled them to move seamlessly between their current situation and a preferred 
future as they reflected-in-action. 
5.7 Recognising Limitations  
Constructing a pattern-block representation of teams of teachers presented some difficulties. 
Even though the teacher-leaders may have wanted to present the entire school, some schools 
were too large to physically represent. One of the shortcomings identified in using the pattern 
blocks to represent the current situation of a large school was when I initially encouraged 
them to place the assessment block and the differentiation block on every teacher, as my 
reflection on this explains: 
Large schools become too complex to put each element on for each teacher. We did 
do this for Iris PS, and it did take a long time. When I got to Gazania PS, I asked the 
teacher-leader to consider not putting every element on even though she was hoping 
to do this. This was not ideal as this teacher-leader wanted to talk about graduates, 
and we didn’t get to this; the school was too big. (Excerpt from my reflective journal, 
3 January 2013). 
In future practice when working with a large school, I would encourage teacher-leaders to 
develop a skeletal representation for the whole school and focus on one team in detail at a 
time because the complexity of representing every single element would be time consuming.  
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5.8 Chapter Conclusion  
The space between the current situation and a preferred future was where opportunity for 
change existed. As Yanow and Tsoukas (2009) suggest, reflection provides one with other 
“ways of seeing”. This chapter has examined the notion of reflecting on orchestrating change. 
The teacher-leaders in this study reflected upon how they did this by articulating what was 
occurring in their current situation, and then planning for a preferred future. In doing so, they 
considered new ways of practice. An examination of the data confirmed that a teacher-leader 
planned, initiated and managed change (Choo, 1996), but another step was required before 
this occurred. The teacher-leaders required an opportunity to reflect-in-action (Schön, 1983), 
and this time was used to reflect on future possibilities, to consider how they may have 
wished to orchestrate this change at both a teacher level and at a team level. They required 
time to think about and articulate the change they were considering. Data from a range of 
qualitative data sets was drawn upon for this analysis; however, the photographs of Patterning 
and Visioning captured succinctly the change that the teacher-leaders were hoping to achieve. 
A limitation was identified with using these pattern blocks to represent very large schools due 
to the fact that the representations became too complex.  
The data provided evidence of the paradoxical nature of change (Lüscher & Lewis, 2008), 
particularly through the tensions, where change was seen as constant, although at times 
nothing changed at all; where change strategies at times included everyone whilst individual 
needs were different; and where, change might have been difficult, not changing at all 
presented its own challenges. To cope with the paradoxes, I encouraged the teacher-leaders to 
embrace these tensions by simultaneously considering change strategies (Mease, 2016; Wong, 
2006) for the entire school whilst also focusing on teams and individuals. They were also 
encouraged to use analogy to explore creative change strategies and to clarify the changes 
they planned to orchestrate. 
The next chapter examines how the teacher-leaders reflected upon the connections they made 
between acknowledging the complexity of the current situation and attempting to create order. 
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Chapter 6 
 
Organisation – Moving between Acknowledging the Complexity 
of the Situation and Attempting to Create Order 
We must learn to embrace complexity in human organizations. We must seek patterns of order 
beneath the surface chaos and search for structures and patterns of interaction that release 
and amplify the energies within the system. (Garmston & Wellman, 1995, p. 4) 
6.1 Preface 
This chapter examines the data related to what a teacher-leader reflects upon when making a 
range of connections such as linking people, teams and pedagogical practices. The purpose of 
this reflection is an attempt by the teacher-leader to cope with complexity in a school and to 
create organisation. Reflective teacher leadership is encouraged by embracing the tension 
between acknowledging complexity whilst at the same time attempting to place some sort of 
order in the school setting. The critical moment that leads to uncovering this tension is 
discussed and the practice of encouraging a teacher-leader to reflect upon recognising and 
managing patterns, and making connections, is examined.  
6.2 Introduction 
The concepts of complexity and order or connectivity are interrelated (Antonacopoulou & 
Chiva, 2007; Mitleton-Kelly, 2003; Snowden 2002; Tsoukas & Dooley, 2011; Varney 2007). 
Morin (2007) asserts the process of placing order on complex situations is called 
“organisation” and he uses the term “disorder” rather than complexity and states “we will 
need to associate the antagonist principles of order and disorder, and associate them making 
another principle emerge that is the one of organization” (p. 3). We therefore organise in an 
attempt to cope with complexity. Moving and rearranging the pattern blocks assisted the 
teacher-leaders in their endeavour to place order on their complex situation.  
The photographs of the pattern-block representations and associated excerpts from the 
transcripts of the semi-structured conversations are the main source of data that has been 
drawn upon in this chapter. The pattern-block representations constructed by the teacher-
leaders displayed the “whole”, whilst the discussion about each teacher and team in these 
representations demonstrated the “parts”. Throughout this chapter I develop the argument that 
teacher-leaders acknowledge the complexity facing them and reflect on patterns of interaction 
with the aim of making connections in an attempt to achieve organisation. 
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The research question driving the analysis of this data was: ‘What does a teacher-leader 
reflect upon when they are considering school improvement approaches?’ Based on initial 
analysis, I stated: “Teacher-leaders reflected upon making connections to cope with 
complexity”. However, this changed as I considered the tensions that became evident in the 
data. Following the meta-reflection section, I included a reference to tension and developed 
the statement that “teacher-leaders reflect upon making connections by moving between 
acknowledging the complexity of the situation and attempting to create order”. 
6.3 Complexity or Order? 
The critical moment where I could see that the teacher-leaders were struggling between 
acknowledging complexity and wanting some sort of order occurred when I observed the 
complete set of pattern-block representations. The Patterning and Visioning representations 
were photographed in each of the six settings and they provided data that indicated the 
similarities and differences. An example of this is provided in Figure 16 and highlights the 
complexity of a large school. In the first image, the teams (yellow hexagons) are spread out 
and scattered; the leadership team, although it was in the centre, is disconnected from the 
PLTs. The image to the right is the pattern-block representation constructed by Naomi when 
she reflected on what she wanted in the Visioning process. This is a connected, organised 
representation, and by examining both images, a tension between the complexity that existed 
and the ultimate desire for some sort of order is evident. 
 
 
Fern PS, Patterning, 3 September 2012 Fern PS, Visioning, 3 September 2012 
Figure 16. Complexity and order. 
In all the pattern-block representations, the teacher-leaders initially presented a complex, 
disconnected image, then following reflection on what they would like in an ideal world, they 
presented connected, often symmetrical, ordered patterns. I identified this as a tension as this 
situation was never quite resolved and the order that was hoped for was never fully achieved. 
The teacher-leaders reflected-in-action as they made connections to cope with complexity by 
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initially considering the whole school, in an attempt to display the complexity, and then 
identified patterns of interaction between teachers and teams. 
6.3.1 Reflecting-in-action. As the teacher-leaders moved from Patterning to Visioning 
they attempted to shape their practice by reflecting-in-action. They reflected on complexity 
and uncertainty (Schön, 1983). A primary school is a large and complex organisation and 
teacher-leaders are well placed to have an overview of the whole school. The idea of being 
able to consider the whole whilst discussing the parts set the scene for reflection-in-action 
because even though they demonstrated a holistic view, at times they focused on particular 
people, teams and concepts. The teacher-leaders were able to recognise patterns of interaction 
and they constructed their Patterning with connection in mind, as this excerpt demonstrates: 
They certainly have good assessment practices, so I am going to put those on the top 
as well and within that group, there is a PLT leader, so I am going to connect that 
because ultimately I want them all to connect up. (Keturah, Patterning, p. 1/6) 
Keturah began Patterning with the eventual aim of placing some sort of order on her situation 
by ensuring all team members were connected to each other. 
Reflection-in-action was demonstrated by Hannah when she discussed a team of six teachers 
and described one teacher as being connected to the team. She then reflected and clarified her 
thoughts stating, “They are connected to the PLT, and the PLT leader may not be so 
connected to the other teachers” (Hannah, Patterning, p. 8/13). The teacher she had thought 
was connected to the team was actually connected to the team leader and not so much to the 
other teachers as this was a team of individuals. By recognising this pattern, she could note 
other teams across the school and identify if teachers were connecting to each other or to the 
leader of the team and she recognised a range of situations where this occurred. Reflection-in-
action therefore assisted Hannah with examining patterns of interaction. 
The meta-reflection sessions provided an opportunity to determine whether the initial 
statement – “A teacher-leader strives to connect people, teams and concepts” – resonated with 
the teacher-leaders. By presenting the photographs of the earlier Patterning and Visioning 
representations to the teacher-leaders, I asked them to reflect on whether their Visioning had 
been achieved. Although they had constructed a neat, symmetrical, organised Visioning 
representation, they had not achieved this vision in reality. Hannah felt she would like to 
construct a new pattern-block representation to explain her current situation and the cycle 
started over again: 
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Hannah: I think I’ll just put him, I will connect him. Then the 5/6 team, I am just 
thinking, oh, there is a couple, I’ll even put one right out here [silence as she 
builds]…and I would like one connected a little bit more than the other. I’ll put them 
like that. 
Donna: And so it shows that almost, as we go around, the ones that are going to require 
more strategy, I am thinking you were saying they felt a little bit out here…(Hannah and 
Donna, Meta-reflection, p. 6/15) 
Hannah had realised the importance of making connections. Each of the teacher-leaders 
wanted a symmetrical, ordered “pattern”, but they all recognised that this would be unlikely, 
and as a result of this unlikelihood, a tension was created.  
6.4 Discussing Organisation 
An organisation can be considered as the patterning of people’s interactions with each other 
(Ashmos et al., 2000; Horn, 2008; Stacey, 2003), and to capture these interactions, it was 
necessary to consider the whole school rather than focusing on just one area. Constructing a 
Patterning representation was the method used to encourage the teacher-leaders to represent 
the complexity of a large organisation and this representation aimed to also capture the 
existing patterns of interaction between the teachers and their teams.  
Teams of teachers were placed together, and the relationship between these teams and the 
leadership team was mapped to indicate where lines of communication were effective and 
where there were obvious issues. Reflecting on the strength of this process, I wrote: “The way 
schools organise their team structures is often too complex just to be written on a plan” 
(excerpt from my reflective journal, 18 November 2012). This was an issue for me in my 
practice as I was often called upon to assist teacher-leaders in the development of a range of 
school improvement plans and the linear nature of a written plan did not effectively show the 
complexity they faced. By constructing a pattern-block representation, they were able to 
reflect-in-action as they considered the complexity of their situation, whilst at the same time 
realising that strategies could be put in place to create some sort of order and organisation.  
6.4.1 Relationship between the whole and the parts. When considering the 
complexity of a situation, it was the relationship between the “whole” and the “parts” that 
became important. 
To acknowledge complexity, teacher-leaders reflected upon the whole school situation. They 
also, at times, reflected on each part of this whole, which included the teams and the 
individual teachers. The knowledge of the parts was not enough, and yet the knowledge of the 
whole as a “whole” was not sufficient if one ignored the parts (Morin, 2007). The teacher-
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leaders were encouraged to construct the whole school, but in doing so, reflect upon the parts 
of each team as well. The relationship between the two was central to the analysis of data as 
both elements were important. Philosophically, this was well expressed by the French 
philosopher Blaise Pascal: “I hold it equally impossible to know the parts without knowing 
the whole and to know the whole without knowing the parts in detail” (Pascal, 1656, as cited 
in Rorty, 2003, p. 108). In the semi-structured conversation, both the teacher-leader and I 
acknowledged the complexity of the situation early in our discussion, which encouraged the 
development of a more complex strategy to be developed rather than one that provided a 
simple answer. Hannah noted she was glad to be heard: 
Hannah: Can I put in one of those? Because they are connected … It is getting very 
complex… 
Donna: It is, it is, it’s very complex… 
Hannah: I am glad you are hearing that. (Hannah and Donna, Patterning, p. 13/13) 
By stating “I am glad you are hearing that”, Hannah was demonstrating that she found it 
important to be listened to, particularly when it was acknowledged that the situation she was 
working in was complex and “messy”. Hannah was well placed to map out the complexity of 
the school setting as she had a holistic view and had mentioned that even though she worked 
predominantly in one team she had a good idea of the other teams given that she was also a 
member of the leadership team. Once the Patterning was constructed and the complexity was 
revealed for her to see, Hannah commented: “It is highly complex, isn’t it?” (Patterning, p. 
11/13). To acknowledge complexity, it was useful to “see” what one was working with, and a 
teacher-leader who belonged to both a leadership team and a professional learning team, has 
an opportunity to reflect upon the whole school as well as being intimately involved in a 
team.  
6.4.2 The complexity in Patterning. As the critical moment in identifying the tension 
between acknowledging complexity and creating order came from examining the photographs 
of the pattern-block representations, I now present the Patterning representation of all six 
settings as a snapshot to provide a comparison between these settings whilst also noting the 
similarities across the data set. Each teacher-leader constructed a representation of their whole 
school (Figure 17). 
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Gazania PS 
 
Fern PS 
 
Waratah PS 
 
 
Dahlia PS 
 
Iris PS 
 
Wattle PS 
Figure 17. Patterning representations for all schools. 
These pattern-block representations were messy and untidy, as opposed to neat, orderly and 
structured, and they resembled “garbage cans” more than pyramids (Tsoukas & Dooley, 
2011). Each Patterning was quite disjointed and spread out, and analysing this data as a whole 
enabled me to grasp the complexity. Once constructed, the Patterning also enabled the 
teacher-leaders to acknowledge the complexity of their current situation in their attempts to 
embrace several elements (Alhadeff-Jones, 2008). 
Miriam at Gazania PS completed her Patterning and reflected: “Now I can see why I am 
constantly scratching my head” (Patterning, p. 12/12). The key word here was “see”; she had 
a visual representation in front of her that acknowledged the complexity she was facing, and 
this prompted her to restructure the relationship between the teams. During the meta-
reflection section, Miriam was not happy with what had been achieved. “I suppose I want a 
neat fix; well, I do in a way” (Meta-reflection, p. 12/19). She had wanted a simple solution, 
but realised this could not be achieved when the complexity of a school setting required her to 
reflect on the need for differential growth. Miriam articulated her reflection of how she 
wanted to represent the orange block of leadership: “I was talking about all of these orange 
bits being different shades and shapes. The reality is that notion of valuing the differential 
growth in all of these people; that is the complexity” (Miriam, Meta-reflection, p. 14/19). 
Complexity in a school was evident as each individual was at a different stage of growth; 
consequently, implementing one set strategy would not meet every person’s needs. Miriam 
understood a simple solution was not achievable; rather, she reflected on seeking a better way 
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of managing promising patterns (Burraston, 2011). Being a reflective practitioner meant being 
open to new possibilities as well as considering a range of possibilities. 
6.4.3 Teams are connections. The teacher-leaders were concerned about the structure 
of teams in their school and also about what was happening in those teams, and this informed 
the structure of the pattern-block representations. “There is a sense of purpose for that team 
but there is not always the strongest sense of unity that you would find in this team” (Keturah, 
Patterning, p. 3/6). The two patterns in Figure 18 are quite different and yet they belong to the 
same school. 
  
A pattern of a quite functional cohesive team 
Iris PS, Grade 1/2 team, 18 September 2012 
A pattern of a team of individuals 
Iris PS, Grade 5/6 team, 18 September 2012 
Figure 18. Different teams, same school. 
The Grade 1/2 team on the left was cohesive and the teachers were connected to the team. 
Conversely, the Grade 5/6 team on the right had teachers who were not connected to their 
team, and the leader was placed on the yellow hexagon team block but not connected to the 
teachers. By reflecting on the representations, Naomi realised the implications for whole 
school planning. There was a need for improving the ability of teachers to work in teams and 
for providing effective targeted individual professional learning for teachers in these teams. 
Not all teams required the same approach. The teacher-leaders, at times, noted a pattern and 
stated “this needs attention”, and it was the pattern-block representation that provided this 
back-talk. Acknowledging complexity did not mean that the patterns were displaying a 
problem that needed to be solved; rather, it enabled the teacher-leaders to reflect upon which 
problems they would attend to, and when they would do this reframing (Schön, 1983).  
By constructing a holistic representation of the current situation, and then articulating the 
details of the teachers in each team, the teacher-leaders had the opportunity to acknowledge 
the complexity of their work whilst still focusing on issues that needed attention. Reflective 
teacher leadership was encouraged as I assisted them to “read” these patterns of interaction, 
and by being external to the process, I was able to encourage them to focus on connecting 
people.  
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6.4.4 Recognising patterns. As the teacher-leaders reflected, they discussed each of the 
teams in their schools, as well as each of the teachers in those teams, and patterns began to 
emerge. Constructing a complex visual representation of a situation was informed by deep 
personal knowledge (Tsoukas & Dooley, 2011; Weick, 1979) and as the teacher-leaders 
reflected upon the structures in their schools, they noticed patterns that were promising and 
articulated why this was so. “There is very strong leadership that pulls that team together and 
sets very high expectations, and the members of that team strive to reach those expectations” 
(Keturah, Patterning, p. 2/6). Such observations provided them with the opportunity to reflect 
on how they might promote these positive situations. 
Patterns that were not so promising were often apparent in the disconnected pattern-block 
representations. In a team-oriented school, such a disconnect would be seen as an issue, as 
these teams would often be operating like “islands” by not communicating with each other. 
Naomi gave an example: “That’s that team, a team of individuals” (Naomi, Patterning, p. 
5/8). Once recognised, this disconnected pattern could not be ignored as Naomi went on to 
state: “I think that is going to be my biggest challenge” (Patterning, p. 5/8) when referring to 
this team of individuals. 
Hannah reflected upon each teacher in each team and no situation was the same. Even though 
she aimed for teachers to be connected to a team, they were often isolated in practice. Hannah 
mentioned a teacher who had recently moved to the school: “I am really pleased with the way 
things have developed with her, although I would say she is connected to the PLT” 
(Patterning, p. 11/13). The teacher was connected to the team, although she was still isolated 
as Hannah continued: 
She works in quite an isolated building away from the rest of the school with one 
other teacher. That probably wasn’t the best choice for this teacher as the other 
teacher likes to work in isolation and be left alone and to do her own thing, and they 
didn’t connect. (Hannah, Patterning, p. 11/13)  
Hannah recognised that being connected to a PLT was important. However, physical isolation 
could also impact upon the ability to connect with others, as could a culture of teachers 
working alone in a room with the door shut. Once identified, this was a pattern the teacher-
leaders would not encourage. By examining patterns it became evident where a tension 
existed between the reality of the complex situation and a desire for connectivity and order. 
 
 
113 
 
6.5 Order and the Perfect State 
The teacher-leaders felt a desire to impose some sort of “neatening” process on the pattern-
block representations to make them symmetrical and “tidy” so that a sense of order was 
created. It cannot be overemphasised how this feeling for order was sought in this research, 
how pleasing the teacher-leaders found this process to be, and I argue that this is the purpose 
behind developing an organisation. However, a tension developed when the teacher-leaders 
realised that a perfect state was rarely reached, and if it was reached, it was fleeting – only for 
a short period of time did the situation appear manageable.  
Making connections was one way of achieving organisation in a situation. There was a 
continual cycle of organisation, where teacher-leaders moved between acknowledging 
complexity, making connections, and then realising the order they were aiming for was 
unlikely to exist for long. At the completion of the meta-reflection section with Keturah, I 
commented: “I can see change from here to here. To me you have enacted change, put new 
elements in, so, okay, well, this is incredibly complex once again and I think we could stop 
here” (Donna, Wattle PS, Meta-reflection, p. 12/12). We had returned, at the end of the 
conversation, back to complexity. It was my observation of this tension of wanting order, but 
recognising that when it appeared to have been achieved, the situation still remained complex, 
that prompted me to develop a model to visually describe this iterative process (Figure 19). 
 
Figure 19. Tension between complexity and order. 
Complexity existed, order was aimed for and organisation or making connections was how a 
tension might be embraced, and this provided a continual state of transformation (Schön, 
1973). My role as the external facilitator was to encourage the teacher-leaders to reflect upon 
the people and the purpose of their organisation and assist them in making attempts to 
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organise team structures and examine ways in which the elements of the whole could be 
arranged. Organisation bridged the tension between complexity and order, as the teacher-
leaders were able to see that a situation may be manageable. The pattern-block representations 
provided a key understanding to the way the teacher-leaders attempted to manage their 
patterns and the Visioning representations for each setting demonstrated order and symmetry. 
These are presented in Figure 20. 
 
Gazania PS 
 
Fern PS 
 
Waratah PS 
 
Dahlia PS 
 
Iris PS 
 
Wattle PS 
Figure 20. Visioning representations of all schools. 
Keturah found something inherently pleasing in taking a complex, unordered representation 
and attempting to give it some order. When she connected the elements for the Visioning 
representation, she commented: “They all need to be connected still, nice and close to that 
central spot…oh, that’s pretty, isn’t it!” (Keturah, Visioning, p. 4 /8). The Visioning 
representation enabled the teacher-leaders to manage evident or promising patterns identified 
in the Patterning representation. Reflection-in-action presented opportunities for them to 
change their mind or to ponder, and as they moved the pattern blocks, they revised their 
thoughts. Carmel demonstrated this as she reflected:  
It looks a little different for each group, so I am just going to move these over out of 
the way for the moment, because I want to do these ones next. Ideally, I want to see 
that person there…[silence]…Sorry, I have stopped talking…(Carmel, Visioning, p. 
2/7) 
Carmel said, “Sorry I have stopped talking” because she was deep in concentration when she 
was moving the blocks around. Later in the conversation, she commented: “How I had it 
before, if all of this moved up, not that person, so that wouldn’t be right. No, that can still just 
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join like that” (Carmel, Visioning, p. 5/7). She was indecisive, looking at different options. 
Naomi also wanted to make sure the pattern block representing her was in the right place: 
“You are in danger of being too far away, so you have to make sure that you are connecting 
all of the time with the edges” (Naomi, Meta-reflection, p. 2/11). I argue that the way the 
teacher-leaders managed these patterns was by reflecting on how they connected elements and 
making these connections assisted them in framing the strategies they may decide to use. 
Assisting others to make connections was a difficult task. Naomi in the Visioning section 
referred to a pattern when she talked about “the blue and the green”, which were the 
assessment and differentiation elements: “The other thing I really want to work on is the 
connection between the blue and the green, the connection between the assessment and the 
differentiation… it’s huge, Donna. Where do you start? (Naomi, Visioning, p. 6/7) 
Comments such as “It’s huge…Where do you start?” demonstrate that complexity, at times, 
can appear to be overwhelming. Naomi had already devised a strategy to assist teachers to 
connect assessment to differentiation, and she had organised school visits in the hope that 
staff could observe best practice: 
I guess I’m hoping that the schools they visit will really affirm that connection 
between assessment and differentiation. I think teachers in general give it a lot of lip 
service, but I think there is a real disconnect there. (Naomi, Visioning, p. 6/7) 
Snowden (2002), when considering complexity, promotes the idea that increasing the flow of 
information is one way of managing a pattern. Naomi attempted such a strategy by 
encouraging her staff to visit another setting and observe how the staff there linked 
assessment to differentiation. 
The teacher-leaders in the study faced the issue of connecting concepts in their role as 
pedagogical leaders and were concerned with this issue because many of the teachers in their 
schools had not made the connections between differentiated practice and assessment. Miriam 
stated this “keeps her awake at night”. The ability to use assessment to inform teaching by 
differentiating practice assisted teachers to cope with the complexity of children with 
differing abilities in their classroom, and Hannah had implemented professional learning to 
assist the teachers in a team to do this: “Would it be worthwhile connecting the little 
differentiation blocks together so that it looks like the team has done that strategy? Do you 
know what I mean?” (Hannah, Patterning, p. 10/13). 
Every setting was struggling with issues related to differentiation practices. Some teams had 
teachers that appeared not to have strong differentiated practices: “There is an understanding 
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for the need of differentiation, but not anywhere near a connection or evidence of that 
differentiation yet because of their…I guess, stage of their career” (Keturah, Patterning, p. 
6/7). 
Making connections was a strategy the teacher-leaders employed in attempt to cope with the 
complexities they were facing. By actually constructing these connections in a pattern-block 
representation, they were able to reflect upon connecting teachers to a team, connecting the 
teams to each other through lines of vision, and assisting the teachers to make the connection 
between assessment and differentiation. Making connections and organising elements was one 
way of embracing this tension as it enabled the teacher-leaders to place some order on the 
school structure, which may have appeared messy, unorganised and overly complex. 
6.6 Embracing the Tensions 
A key aspect of this self-study of my practice was to examine how I could encourage teacher-
leaders to reflect on their own practices within their schools. By shaping their practice and 
making connections they were able to see tension as something to be embraced (Puccio, 
Mance, & Murdock, 2010). In the next section, I consider the ways in which I facilitated the 
embracing of such tensions by encouraging the teacher-leaders to recognise patterns, manage 
patterns, make connections, and use dialectical thinking. 
6.6.1 Embracing tensions by recognising patterns. One of the complexities facing 
teacher-leaders is the constancy of change. “Complexity asks us to see, to deal with a world in 
continual flux; but a world that does have patterns to it, patterns that bind and structure 
through their interplay” (Doll & Trueit, 2010, p. 841). 
By reflecting upon and recognising patterns, situations appear more manageable and teacher-
leaders then are able to consider not only the people involved but also new processes they 
may be able to implement. Doll and Trueit (2010) continued, stating: “In short, complexity 
seeing/thinking asks us to envision our world and events within that world in terms, not of 
‘things’ but of process” (p. 841). It is not simply the pattern that is recognised it is often the 
process behind the pattern. In the study, the teacher-leaders were encouraged to focus on the 
process of organisation as well as the teachers and leaders in their schools. This concept was 
demonstrated when Hannah asked if I found the conversation interesting even though I didn’t 
know the people. I replied: “I don’t need to know the people because it is really; this is the 
interesting part isn’t it, sometimes people get in the way” (p. 6/13). My role was not about 
understanding the personalities but the process behind the interactions. I continued: 
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For me if we are looking at a strategy, you can know the people but that can be 
something that is an extra challenge. If I just look at the block and go “could you 
connect these two people?” You will say yes or no, and I can toss forward to you a 
strategy. (Donna, Iris PS, Patterning, p. 7/13) 
As the external facilitator, I observed patterns, although I did not seek solutions because I did 
not know the people. At times, the teacher-leaders knew the people so well that this inhibited 
their thinking about processes. They may have discounted a possibility without considering it 
due to the personalities at the school. As the external facilitator, I was well placed to 
encourage others to reflect upon interactions and processes as I was one step removed from 
the situation: “Not knowing the people is definitely an advantage to the extent that it is not 
about the people; it is about the behaviour I suppose, what they are doing” (Donna, Iris PS, 
Patterning, p. 7/13). The pattern blocks provided a means for everyone to be anonymous in 
the structure and the teacher-leader and I could focus on the interactions between elements 
rather than the personalities of individuals.  
6.6.2 Embracing tensions by managing patterns. The teacher-leaders attempted to 
manage patterns once they were identified. One pattern that emerged in a number of the school 
settings was the issue of specialist teachers, who, at times, were external to the regular 
professional learning team (PLT) structure, and consequently their presence created a tension 
in the school. Hannah mentioned: 
So these are all the PLTs and there is a specialist PLT, there is Prep 1/2, 3/4, 5/6 and 
then the specialist PLT, who function slightly differently because they don’t meet as 
regularly to discuss teaching and learning. (Hannah, Patterning, p. 2/13) 
Once this pattern had been identified, Hannah was then able to reflect upon what she may do 
to embrace the tension of managing the diverse needs of a team of specialists whilst still 
enabling them to be connected to other teams. Professional reflective practice is a “complex 
and intellectually challenging activity” (Moran & Dallat, 1995, p. 22) and requires an 
opportunity to wonder, articulate thoughts and consider different possibilities. Hannah 
articulated how specialist teachers were often part time and stated: 
So we if say that this is the specialist team, that’s a little bit more complicated 
because they are, some of them are, part time, so we have two in the art room, one 
doing PE and at the moment one doing performing arts. (Hannah, Patterning, p. 
3/13). 
This pattern of a group of disparate teachers needed to be managed and during the meta-
reflection Hannah commented: 
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We have got some extremely skilled teachers in our specialist PLT, but I don’t think 
they feel very connected, and that’s something that I feel. I want to follow up with 
some conversations. They would all support the vision, but I don’t think they feel 
very connected to it. I am going to put them back there. (Hannah, Meta-reflection, p. 
5/15) 
The way she managed this pattern was by reflecting on what she could have constructed in the 
pattern-block representation, stating, “It is significant because it’s brought to my attention a 
few things, about that specialist team. It could have been more rounded couldn’t it” (Hannah, 
Meta-reflection, p. 7/15). Hannah reflected on how she had constructed her pattern-block 
representation and had attempted to manage the pattern related to her specialist team by 
reframing this. Shaping practice (Loughran, 2002) is akin to managing patterns and is best 
attempted when teacher-leaders have a depth of understanding of their setting. Setting a 
problem as opposed to solving a problem is one way of framing which patterns needed to be 
attended to. For example, Naomi also reflected on her specialist team, recognising, “That’s the 
specialist PLT and I am putting them there because their content knowledge is so different; 
they are just a team in sharing of administration, really” (Naomi, Patterning, p. 1/8). Naomi 
found it difficult to manage patterns if she did not know everyone in a team. She decided to 
treat the specialists differently:  
I have to treat the specialists differently, but I think they are much more unified than 
what they have been. I mean, the biggest difficulty is that they don’t have a meeting, 
because they are not all here on the same day, but the project that everyone has been 
doing has really drawn them closer together. (Naomi, Meta-reflection, p. 4/11) 
By embracing the tension of specialist teachers being different to the classroom teachers and 
not applying the same strategies to all teams, Naomi attempted to manage this pattern. 
6.6.3 Embracing tensions by making connections. Connections were made by 
constructing pattern-block representations, and although it was only blocks rather than actual 
people that were connected, Keturah’s intent was to connect the person to a team, connect the 
teams to each other and assist teachers to the make the connection between assessment and 
differentiation. She saw her role as being involved in making connections and reflected upon 
this as it assisted her in coping with the complexity that she faced: “That is really what we are 
striving for is the connections across the school” (Keturah, Visioning, p. 7 /8). 
Naomi was connected to teachers through coaching and as she stated: “I am connected 
between these two groups at the moment” (Naomi, Visioning, p. 2/7). She placed the block 
that represented her between the two teams to demonstrate this connection (Figure 21).  
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Ferns PS, Visioning, 3 September 2012 
Figure 21. Connecting two teams by coaching. 
The orange leadership block between the two teams had a vision element placed on top, 
which represented Naomi as the teacher-leader having the role of connecting these two teams. 
By being connected to a range of teams and teachers, she was better placed to embrace 
tensions as they arose. 
6.6.4 Embracing tensions by dialectical thinking. Patterns can be managed by 
encouraging dialectical thinking or “both/and” rather than “either/or” thinking (Stacey, 2003; 
Varney, 2007) and this is a way of embracing tensions. 
Sarah was asked to think of “both”; both the big picture and the small, everyday issues, and 
following our discussion, she was concerned it appeared as if she didn’t have a vision. My 
advice was to encourage her to think in a dialectical way: 
Sarah: Now I am worried I haven’t got a vision (laugh). 
Donna: No, I am not worried that you haven’t got a vision. Go back to what I mentioned 
before. There’s the big picture, and there’s the tiny picture. I think because you have 
done so much change, you have spent so much time in that little fiddly detail… 
Sarah: Absolutely. 
Donna: Which is important; don’t worry, but what I am thinking is…by doing that, you 
have let the big picture go, and everyone is a bit busy; therefore, if you could possibly 
move between the two. 
Sarah: Yeah, absolutely.  
Donna: Can you do that?(Sarah and Donna, Visioning, p. 1/8) 
By not being definitive, I was able to encourage Sarah to reflect upon managing patterns by 
thinking of more than one possibility and to make connections with the big picture and the 
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details. Embracing tensions by recognising patterns; by managing patterns; by making 
connections; and by thinking in a dialectical way, encourages teacher-leaders to reflect-in-
action and to reflect upon opportunities to shape their practice whilst still considering their 
school setting holistically. An organisation will be complex and tensions will exist; rather, 
than denying this they can be embraced by making as many connections as possible. 
6.7 Recognising Limitations 
When examining the data related to acknowledging complexity and making connections, a 
number of limitations to the methods used in this research were identified. The limitations 
were related to the nature of interpretation and how it was personal and subjective as well as 
recognising that the back-talk of patterns was different for each person (Tsoukas & Dooley, 
2011; Weick, 1979). Another limitation was the awareness of my temptation to move the 
pattern blocks for the teacher-leaders, and I now discuss these two limitations in detail. 
6.7.1 The nature of interpretation. Self-study draws upon multiple qualitative data 
sets (LaBoskey, 2004), and from my ongoing and systematic research, I was presented with a 
complex array of data. When this data was analysed, patterns were observed, and these were 
consistent across all settings.  
The complexity, untidiness and chaotic nature of the Patterning representations in each of the 
six settings surprised me, as did the neatness, symmetry and order of each Visioning 
representation. An entry in my reflective journal states: “One thing I have noticed is that the 
Patterning is untidy and in Visioning it is much neater” (excerpt from my reflective journal, 8 
October 2012).  
The words “read” and “see” appear frequently in the transcripts in reference to the pattern-
block representations. By examining the literature on hermeneutics (Abulad, 2007; Denzin & 
Lincoln, 2005; Giddens, 1987; Love, 1995) and semiotics (Barrett, 2013), I was able to reflect 
on my choice of this word “read”. Hermeneutics is derived from the Greek word meaning 
“translate, interpret” (Klein, 2000, p. 344) and I was “translating” the message I received from 
observing the pattern-block configurations, and I interpreted what I thought they meant.  
Semiotics is related to the interpretation of sign systems and Sebeok (1991) believes language 
is only one type of communication and should not be privileged over other types of sign 
systems. There is a belief in semiotic theory that all images are representations and can be 
read as “texts” (Barrett, 2013). I chose to “read” the pattern blocks as a type of text, and they 
provided me with information, with data to support what the teacher-leaders were articulating. 
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The interpretation of visual information was subjective; however, one of the strengths was 
that it could be considered in what West (1997) terms an integrative mental modality or a way 
of mentally processing everything at the same time. Visual representations assist in 
organising, synthesising and interpreting ideas, enabling one to see the “big picture” in a non-
linear format (Foss, 2004). Seeing a problem in a holistic, integrated way was critical to 
solving it (West, 1997).  
Rather than adopt terms such as hermeneutics (Abulad, 2007; Denzin & Lincoln, 2005; 
Giddens, 1987; Love, 1995) or semiotics (Barrett, 2013), in my interpretation of pattern 
blocks I realised I was simply looking for and recognising patterns. I was “reading” and 
“seeing” patterns and these provided back-talk. The limitation of making interpretations of 
visual representations was countered by referring back to the transcripts to support any 
subjective interpretations I had made. However, the reading of the visual representations was 
recognised as being subjective and therefore other researchers may interpret these differently. 
Hargreaves (1995) proposes that if people didn’t have a strategy to consider complexity, they 
may make plans to continue what has seemingly worked in the past, and the process of 
Patterning and Visioning was my strategy to encourage teacher-leaders to consider the 
complexity of their situation. 
6.7.2 Temptation to “do”. At different times it appeared the teacher-leaders required 
some help in moving the pattern blocks. As the external facilitator, if I actually moved the 
pattern blocks, I ran the risk of taking over their thinking, and at one stage I did do this. After 
first checking with the Keturah, I asked if I could move a pattern block, stating: “If you were 
going to represent that and this is just a ‘ponder’, can I move this?” (Donna, Wattle PS, 
Visioning, p 1/7). Keturah didn’t mind as I was doing this to explain what I was trying to 
suggest. However, I realised I had a strong desire to move the blocks, which I felt I needed to 
suppress as it did not feel quite right to move someone else’s pattern blocks; it felt as if I was 
telling them what to think. The following excerpt details a conversation where I articulated 
this temptation.  
Hannah was fumbling with the blocks as they lay on the table: 
Hannah: It is fiddly. 
Donna: It is fiddly. 
Hannah: I am also learning that I don’t have great fine motor skills (laugh). 
Donna: I have a strong, strong temptation to assist. 
Hannah: And I am noticing that. 
Donna: Well, I am…no…I could help you build these…and in my practice, I have the 
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ability to assist you in working with teachers to do this, so I could physically do that. I 
am also aware and that is something I have thought about when I have been working 
with people, is that…hesitation of doing it for you rather than just suggesting. I find it is 
more sustainable if you do it. (Hannah and Donna, Visioning, p. 4/7) 
Even though we were talking in abstract terms, I would have been able to also work 
physically with Hannah in her school to implement strategies as I had worked with teams of 
teachers before. I had come to the realisation that simply coming into a school and working 
with a team and then leaving was not a sustainable approach; it was better for me to 
encourage teacher-leaders to work with the teams of teachers in their own school. The 
temptation I felt to move the pattern blocks was similar to the temptation I had, as the external 
facilitator, to go in and assist in a school. I realised that by moving the blocks, I was 
demonstrating my thinking, not their thinking, and a more sustainable strategy was for me to 
suggest ideas. This temptation was noted in my journal: “My practice involves pollinating 
and connecting, I can’t stand not sharing, the moment I have an idea I like to share it” 
(excerpt from my reflective journal, 6 September 2012). I eventually overcame the temptation 
to move the pattern blocks as I realised they were not mine to move; I may have offered 
suggestions where to place the blocks, but it was the teacher-leaders’ own decisions where 
they finally chose to place them. 
As I continued to progress through the research, I modified the semi-structured conversations 
to take account of these limitations; I continually refined my interpretations and made a 
decision not to actually move the pattern blocks. 
6.8 Chapter Conclusion 
Organisation occurs when one embraces both complexity and order (Antonacopoulou & 
Chiva, 2007; Mitleton-Kelly, 2003; Tsoukas & Dooley, 2011). As Morin (2007) asserts, the 
process of placing order on complex situations is called “organisation”, and I identified that 
the teacher-leaders reflected upon making connections by moving between acknowledging the 
complexity of the current situation and attempting to create order. Whilst it is important to 
acknowledge and recognise complexity in a setting, it is equally important to examine this 
complexity and seek patterns. Doll and Trueit (2010) suggest that even though the world is 
complex, one can identify patterns. The teacher-leaders in the study were able to reflect on 
these patterns and further identify ones that were worth growing and nurturing, or ones that 
demonstrated a “disconnect” and required intervention. The teacher-leaders managed patterns 
that emerged, and one way of managing those patterns was to find opportunities to make 
connections. By having a holistic view of a school, the teacher-leaders ensured teachers were 
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connected to each other by way of a functional professional learning team. Connecting 
pedagogical practices such as linking assessment to differentiated practice was another area in 
which they could have influence as they encouraged the professional learning of teachers.  
Time was spent reflecting upon how the teacher-leaders could make connections across their 
school, and as a leader there was a need to connect with people, although there was a risk in a 
complex organisation that there may not be an opportunity to do so. As Houchin and 
MacLean (2005) suggest, the importance of making connections is that new possibilities can 
be explored. The teacher-leaders were better able to cope with the complexity facing them if 
they were not “too far away” from teachers and teams. Whilst making connections was 
important, they were mindful that even when they achieved this, the situation was still 
complex. As the external facilitator, I explored how I encouraged the teacher-leaders to 
acknowledge complexity, recognise patterns, manage these patterns and make connections. 
Complexity thinking encouraged these practitioners not to try to resolve tensions and 
paradoxes, but instead to think “both/and” rather than “either/or”, which resulted in them 
embracing both complexity and order using the process of organisation. 
In the next chapter, I propose that “teacher-leaders reflect upon moving between a shared 
vision and a written strategic plan”, and they do this by considering strategy. 
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Chapter 7 
 
Strategy – Moving between a Shared Vision and a Written 
Strategic Plan 
A challenging yet achievable vision embodies the tension between what an organization wants 
and what it can have (Bryson, 2011, p. 64) 
7.1 Preface 
Visioning presents a picture of the future. In this chapter I examine how the teacher-leaders in 
the study made the concept of their vision visible by creating a tangible representation of the 
future and establishing pathways for this vision to reach everyone in their schools. The 
analysis and the discussion of the data is framed around a range of tensions. These tensions 
relate to written plans not necessarily aligning with a vision, and visions existing without 
plans in place. I explore ways in which this tension may be embraced and how it is possible to 
develop effective strategies by considering both a “destination” and a “roadmap”. 
7.2 Introduction 
Senge (1990) describes the gap between a vision of the future and the current reality as a 
source of energy or a creative tension. This is also explained as a two-way pull, where the 
vision must be far enough ahead of the present to create tension and draw one towards the 
future whilst at the same time recognising there is also a pull back to reality. Tuohy (2004) 
suggests there is also a tension related to ensuring plans are not interpreted too rigidly, as one 
needs to be capable of being flexible to develop the capacity presented by new opportunities. 
The teacher-leaders identified a range of tensions that related to establishing a long-term 
vision and ensuring short-term planning was in place. 
Two questions the teacher-leaders reflected upon when considering their plans for the future 
were the following: Where are we heading? And how are we going to get there? The 
responses to these questions required consideration of at least two different but related 
concepts. “Vision” assisted the teacher-leaders in their consideration of where they were 
heading, whereas “plans” documented how they could get there. By its very nature, vision 
was a longer-term achievement, whereas plans, in contrast, were often subject to time 
constraints and needed regular updating. The process of visioning (Bolman & Deal, 1992; 
Leithwood, 1994) in this research study acknowledged the need for existing written plans, 
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whilst at the same time focused on the articulation of a creative personal vision that required 
deep reflection. Such reflection may not have been previously articulated.  
The teacher-leaders referred to the existing school plans they were attempting to implement, 
and they also discussed visions that they held for their school, although these two concepts 
did not always align. Past plans may have attempted to be rational and objective; however, as 
they contained no vision, their implementation failed to lead to any improvement (Brady & 
Hobday, 2011). If there was strong emphasis placed only on a written plan, it often meant that 
a creative vision had not been considered, and what was therefore required was a balance 
between the two. 
In the next section I explore apparent tensions and examine the relationship between plans, 
vision and visioning, and conclude with a proposition that strategy can be created by 
embracing the tensions between having a written plan and a creative personal vision. 
7.3 Apparent Tensions 
Tensions became apparent as the teacher-leaders began constructing their Patterning 
representations. Naomi described a tension between what was written in formal plans and 
what was actually occurring, and she read from the Fern PS annual implementation plan 
(AIP), which was pinned to the wall in her office: 
“All professional learning teams regularly engaging in focused discussions about 
teaching approaches and student achievement”, so that’s in the AIP; however, I 
mean, again, it’s early days, but I am struggling to find a place for that. (Naomi, 
Patterning, p. 3/8) 
Naomi was relatively new to the school, and although she was impressed with the culture and 
the literacy and numeracy outcomes, she had identified a gap between the AIP and what was 
actually happening in the teams. She continued: “…judging against the AIP and the strategic 
plan, I could see in a month where there were big holes. Where, I think, there is a massive 
gap between the strategic plan and what is happening” (Naomi, Patterning, p. 5/8). 
This critical moment caused me to reflect on the relationship between plans and vision and 
prompted me to further explore the data. The teacher-leaders realised they needed both plans 
and vision, and this created a tension as written plans were practical and focused, whereas 
visions were complex and creative (Senge, 1990; Smith, 1995). By examining the data and 
comparing the Patterning and the Visioning representations, as well as coding the written 
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transcripts, I have selected illustrative examples, which demonstrate a range of tensions 
related to plans and visions. They include the following: 
• Linear representations/ non-linear representations 
• Plans already existing/ these plans not enacted 
• Vision was important/ vision gets in the way 
• Embracing a vision/ challenging a vision 
In the following section, I expand on each of these tensions and present data to support my 
claims. 
7.3.1 Linear representations/non-linear representations. The teacher-leaders moved 
between having a plan and enacting a vision. Plans tended to be structured, explicit and linear 
whereas visions were often dynamic, non-linear and abstract (Fisser & Browaeys, 2010; Foss, 
2004). When discussing visioning, Lipton (1996) suggests “the process is creative and often 
chaotic, requiring many iterations; it defies the linear thinking that many managers have been 
taught throughout their careers” (p. 91). Linear thinking will only take one in a certain 
direction whereas Visioning allowed for many possibilities. The “non-linear” can be 
considered by thinking holistically and considering connectivity and patterns of communica-
tion (Hayles, 1999). In the following example, Miriam discusses her attempt to construct a 
representation of her teams: 
Donna: Would there be anything wrong with starting there and spiralling around, but 
you don’t seem convinced. 
Miriam: No, no, that’s okay. I just, um, somehow want to encapsulate this feeling 
of…that it’s not about … 
Donna: It’s not linear 
Miriam: It’s not about “come in and you go out”; I mean you do, but it’s not quite that 
neat or easy. (Donna and Miriam, Visioning, p. 1/12) 
She initially attempted to consider the complex arrangement of the teams using linear 
thinking; however, I encouraged her to consider non-linear representations to capture “the 
feeling” she was describing.  
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Figure 22. Non-linear representation. 
Another example of a non-linear pattern-block representation was constructed by Carmel 
(Figure 22). I commented: “If you only had two teams, you could have a team in each one… 
what’s wrong with having a third loop? Like a three-leaf clover” (Donna, Meta-reflection, 
Waratah, p. 12/13). 
Vision, being holistic and complex, was difficult to capture and represent on a written 
planning template. 
7.3.2 Plans already existing/plans not enacted. The teacher-leaders mentioned written 
school plans being espoused by teachers in their school but not necessarily being enacted. 
Written plans were one form of explicit knowledge used in a school, and consisted of 
knowledge which had been previously articulated and “captured”. These plans may have been 
developed purely for external accountability purposes as schools focused on planning cycles.  
Schools used a template to guide the development of plans. There was a three-year cycle for 
the school strategic plan and an annual implementation plan (AIP). Literacy planning had 
been the curriculum focus, which was to the detriment of numeracy, at Wattle PS, and 
Keturah commented: “Our focus has been driven by our strategic plan and our AIP and the 
evidence and data we have collected over many previous years” (Patterning, p. 7/7). This 
demonstrated the tension between plans and vision, where the plan focused on one identified 
area of need but had let the holistic vision for the school slip. Keturah, when Visioning, 
explained she was “developing a new plan, one that is owned by everybody and this will draw 
out those leadership opportunities for people” (p. 3/7). This indicated that the current plan 
was not a plan for all, and that planning could occur at the same time as Visioning. 
Carmel was surprised that teachers at Waratah PS had an understanding of school plans, 
stating: “Compared to where I have been before, they are very knowledgeable about our 
annual implementation plan and our strategic plan, more so than I would have expected” 
(Meta-reflection, p. 5/13). She had noted from previous experience that having an 
understanding of the plans and how they aligned to the vision did not always exist. There was, 
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therefore, a range of experience in schools where, at times, plans were utilised and at other 
times they were not particularly valued by all. This tension was primarily evident in schools 
where plans existed but were not being enacted. 
7.3.3 Vision gets in the way/vision is necessary. Even though having a vision was 
seen as crucial for an organisation to improve (Avery & Bergsteiner, 2010; Beer et al., 1990; 
Kantabura, 2008; Miles & Louis, 1990; Norris & Reigeluth, 1991), a comment by Keturah 
surprised me. When constructing her Visioning representation, she had difficulty organising 
her teams, and stated that vision “gets in the way”, referring to the actual pattern blocks: 
Keturah: Okay, alright, so I am just going to take these out for the sake of manipulating 
things at the moment, then I’ll put them back at the end… 
Donna: So you are taking out your vision. [laugh] 
Keturah: Taking out the vision just temporarily…to restructure so.  
Donna: Temporarily, that’s interesting. (Keturah and Donna, Visioning, p. 1/7) 
Even though Keturah meant this metaphorically, this caused me to wonder. Did vision get in 
the way? Do plans get in the way as well? By considering the comment literally, I reflected on 
the possibility that maybe vision did get in the way. At times, one could take vision out and 
reconsider the structure of teams, and then question if they had the right members. Were they 
too big? Were there too many part-timers? Did teachers have the opportunity to meet other 
teams? This self-study of practice provided many moments such as these. By encouraging the 
construction of the Visioning without initially placing the vision elements, the teacher-leaders 
were better placed to locate where the pathways needed to be and to ensure everyone was 
connected. A new learning from undertaking this research was, even though the concept of 
vision was often seen as a starting point, it appeared useful to consider practicalities such as 
establishing team structures and a pathway of communication before this vision was 
introduced. 
7.3.4 Embracing a vision/challenging a vision. The teacher-leaders were often placed 
in a position where they were required to convince other teachers to change their practice, and 
they also could influence and shape strategy (Dutton, Ashford, O’Neill, & Lawrence, 2001; 
Regner, 2003). A teacher at Waratah PS challenged the vision of “personal learning”, and 
Carmel explained the situation, stating:  
It is interesting; this person is probably one of the people in the school who is still 
somewhat challenging this shared vision, still recognising they have a voice and 
have acknowledged that they are being listened to but would probably; still, this 
person isn’t fully convinced. (Carmel, Patterning, p. 5/7) 
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Carmel recognised that part of her role was to “convince” staff and she was in a place to 
notice when the vision was not being enacted. Another example of where the vision was not 
embraced was where Miriam explained her “gut” reaction to the leadership team members by 
commenting: 
I mean, they are not dysfunctional in any way, but it’s something just not quite right. 
This one doesn’t want to be near classrooms, and the vision here is that we need this 
one to be much more connected, not 24/7, but in there working with teachers. 
(Miriam, Visioning, p. 2/12) 
The dilemma here was this person was a member of the leadership team but was not 
connected to the teams of teachers. Miriam reflected on how she might change this situation, 
and the notion of vision being “kept” in a leadership team prompted her to construct a spiral 
structure around a teaching and learning team. 
The importance of having a vision was clearly articulated by Naomi. As she constructed her 
Visioning representation, I asked her what she could “see”, and she commented: “Well, I see 
a really strong connection of the vision, first of all, that the PLT leaders deeply understand 
the vision that the principal has. As school leaders, one would hope they help to develop that 
vision” (Naomi, Visioning, p. 3/7). She raised the idea that even though a vision was shared, 
it was important to stay vigilant and keep it on the agenda. Naomi believed the pattern-block 
representation helped to keep this in mind: “You’d like to think that this is a really strong 
healthy reminder within leadership teams of what the vision is and why we are going there” 
(Naomi, Visioning, p. 3/7). School situations were constantly changing and as a vision was 
often abstract, it was challenging to ensure it was understood and embraced by all.  
Tensions existed between aligning a plan and a vision, and the teacher-leaders were 
encouraged, as they reflected-in-action, to embrace both. 
I now explore the relationship between having plans, visions and the process of Visioning. 
7.4 The relationship between Plans, Vision and Visioning  
When vision was considered as a “destination” (Lipton, 2003), the plan then became the 
“roadmap”. Strategy can be likened to selecting the most appropriate roadmap to reach the 
destination. Each school situation presented a different “terrain” and one roadmap would not 
work for all, even if the destination was the same. Plans existed in schools, and a vision was 
often articulated within the plan. The process of Visioning used in this research aimed to 
encompass the written plan and a vision as the teacher-leaders reflected upon both. They 
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considered the “whole” (the vision) as well as the “parts” (the written plans). Implementing 
strategy does not just involve plans and goals; it encompasses the entire design of an 
organisation and determines its capacity for action (Grant, 2013). The purpose behind 
establishing a Visioning representation was to consider strategies across the whole school, 
and this could be done at any stage in a planning process; however, it was useful to consider 
before formal planning commenced. 
7.4.1 A step before planning. Allowing for reflection before actions were committed 
to paper assisted the teacher-leaders to consider the “big” ideas rather than start with a written 
plan and then attempt to articulate a vision. Although written plans were required in all 
schools, planning often constrained leadership to focus on specific areas without considering 
the complexity of the whole school. Naomi was keen to move onto what she termed a “project 
logic” approach after the meta-reflection. At one stage, I mentioned she might like to consider 
“backward-planning” models, although Naomi reflected: 
I mean something that might work really well would be like a project logic, that’s 
what the teacher professional learning teams use; it’s something like where you are 
actually planning your actions and what you expect your outcomes to be. (Naomi, 
Meta-reflection, p. 10/11)  
Even though I had suggested a model, Naomi already had made a connection to a planning 
model that she was familiar with. The teacher-leaders were encouraged to reflect upon the 
pattern-block process as a starting point, a step before planning commenced, and once 
planning did commence, there was a wide range of planning models available to draw upon. 
7.4.2 Plans. A plan can incorporate a vision statement. Every government school in 
Victoria has a strategic plan and an annual implementation plan (AIP). A principal and the 
leadership team develop these formal written plans, whereas teacher-leaders are often 
involved in developing plans that have a curriculum focus such as the literacy or numeracy 
plans. Plans don’t always refer to the team structure in a school; they often focus on 
pedagogical goals (Seeley, 1992). Principals were, at times, locked into an existing plan that 
they may have inherited when they moved to the school, and Sarah was in this position, 
commenting: 
Like our strategic plan finishes this year, so next year will be our review year. I just 
inherited all of that and the AIP last year. So I really just wrote the AIP this year and 
you really are locked into what is in that strategic plan. (Sarah, Visioning, p. 2/8) 
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Therefore, Sarah reflected on developing a strategic plan that was meaningful as opposed to 
the one that she had previously inherited. 
7.4.3 Vision. A vision statement was often written in a plan. However, the literature 
suggests that vision could be considered as pictures of the future or destinations (Allen, 1995; 
Beare et al., 1993; Kotter, 1990;  Lipton, 2003; Seeley, 1992; Senge, 1990) and is considered 
a creative endeavour. Teacher-leaders often were involved in sharing a school vision 
(Lambert, 2002; Nanus, 1992; Senge, 1990). Naomi believed there was a vision in her school 
but was wondering if this had been clearly articulated to the teams by the leadership team. She 
thought that “articulation needs to occur a bit more and the challenging conversations about 
what is important and what the “L” in the PLT is, I think that is to come” (Naomi, Patterning, 
p. 4/8). The vision written in the strategic plan was to have PLTs engaged in focused 
discussions about learning; however, this was not happening.  
7.4.4 Visioning. Each of the six teacher-leaders in the study aimed for a shared vision 
across their school, and Carmel referred to her teams, stating: “…and really when I look at all 
of them, I want them all to have that same vision” (Carmel, Visioning, p. 1/7). Each setting 
was different; however, there were common elements, and the teacher-leaders were able to 
construct the “picture of the future” (Allen, 1995; Beare et al., 1993; Lipton, 1996; Seeley, 
1992; Senge, 1990) they were trying to achieve, and these were:  
• to use assessment as the “glue” to construct a sustainable PLT (Dahlia PS) 
• to build a community by connecting the vision (Iris PS) 
• to connect differentiation and assessment as well as connect leadership and teams 
(Fern PS) 
• to establish communities of collaboration based on personalised learning (Waratah PS) 
• to encourage the way teams worked together and supported each other (Wattle PS) 
• to develop a “teaching and learning team” using assessment and differentiation as the 
common language rather than content areas (Gazania PS). 
These statements offer slightly different terminology to what you would normally see in 
formal written plans. The articulated Visioning presented a mixture of structural and 
pedagogical visions (Seeley, 1992). I was also struck by the inherent references to 
constructivism (Fosnot, 1996; Gordon, 2009; Hayes & Oppenheim, 1997; Kincheloe, 2005; 
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Pidgeon & Henwood, 1997). Terms such as “constructing” and “building” are obvious 
references, as was the reference to connecting ideas, therefore the process of Visioning 
embodies constructivist principles on how actively structuring one’s own experiences leads to 
a deeper understanding. The common elements for the structure of teams relates to leadership, 
teamwork, collaboration and connection, whereas the common elements for pedagogy are 
focused on personalised learning, assessment and differentiation. The Visioning 
representations of the teacher-leaders captured all of these elements in a holistic 
representation, which demonstrated a paradox, as they had already been present in the 
Patterning representations.  
7.4.4.1 The paradox of visioning. A paradox exists in that even though a vision is set in 
the future, everything one may need for a vision already exists in the present, and therefore all 
that is required is reframing. Naomi reflected when viewing a new Patterning representation: 
“If I changed this to a vision, all I simply would do is tidy up all of these” (Naomi, Meta-
reflection, p. 5/11). The implication of this statement is that if one focuses on clearly 
articulating the current situation, seeks promising patterns, and then attempts to grow what 
was already happening, it is an effective way of considering a vision. Simply “tidying up” the 
current situation could become an effective strategy, and the teacher-leaders did not have to 
be continually aiming for “the next best thing”.  
Visions, plans and strategies are nouns whereas “visioning” is a verb (Sanborn, 2006; Stout 
2011). My aim was to encourage the teacher-leaders to think in terms of verbs (Tsoukas & 
Dooley, 2011) as this would prompt them to think about processes and action. Reflection-in-
action was encouraged when discussing moving from a written plan to a shared vision, and 
then moving back to the plan. Visioning provided the process to consider the constant 
juggling of the past, the present and the future (Lipton, 2004). 
In the next section I examine in depth how the teacher-leaders used the pattern-block elements 
to construct their Visioning. 
7.5 Analysing the Placement of the Vision Element 
The pattern-block representations provided teacher-leaders with a “picture” to reflect upon, 
and this encouraged them to consider an abstract concept in a tangible way (Beare et al., 
1993). The small, beige rhombus block (Figure 23) resembles a two-way arrow and was used 
to demonstrate different concepts related to vision. One use was as a “compass pointer” to 
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indicate the direction of the flow of shared vision from the leadership team, and the other use 
was to demonstrate a pathway for this vision to “travel along” and reach the teams. 
 
Figure 23. Vision element. 
7.5.1 Compass pointer. A leader “carried” the vision and pointed the way. The yellow 
hexagon represented a team, the leader block was the orange square and the vision element 
was placed on top, similar to a compass pointer, to set the direction (Lashway, 1997). The 
representation (Figure 24) was constructed to represent a principal as the leader of the 
leadership team. 
 
Figure 24. Compass pointer. 
This element was first referred to as a compass pointer when I suggested to Sarah that “If we 
use that as a little compass point, if this person is really tied to that vision, we’ll point it that 
way. If not, you could turn it a bit or have it somewhere else” (Donna, Gazania PS, 
Patterning, p. 11/12). Figure 25 displays the differences between Sarah’s current situation on 
the left and her vision on the right. 
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Dahlia PS, Patterning, 6 September 2012 Dahlia PS, Visioning, 
6 September 2012 
Figure 25. Change in vision. 
The vision elements in the Patterning representation are pointing in all directions and are 
scattered. Sarah had stated: “I want us all to know where we are; are we pointing in together? 
I don’t how to make them sort of point in together” (Sarah, Visioning, p. 4/8). Responding to 
this invitation, I suggested she rearrange the blocks to point together to demonstrate an 
alignment. The vision element used as a compass pointer assisted in this process. 
7.5.2 Vision pathways. The shape of the vision element in Figure 26 suggests a two-
way process. This double-sided arrow indicates vision could emanate from the leadership 
team but also travel back from the PLTs. The vision element and its use implies an iterative 
process. As Carmel reflected: “We’ve had lots of opportunities for teachers to have their 
voice, and then it is almost coming from the PLTs back up to a leadership perspective but 
then it has been filtered back down” (Carmel, Patterning, p.1/7). 
 
 
Figure 26. Vision pathways. 
The concept of a two-way arrow aligns with the idea that vision could originate from leaders 
or teachers, whereas formal written plans tend to emanate from the leadership team, and 
Carmel was seeking a balance. I suggested: “So those little vision elements sort of show that 
they’re two-way arrows almost, aren’t they” (Donna, Waratah PS, Patterning, p. 1/7). This 
two-way movement was deemed important by the teacher-leaders as they established these 
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pathways. By reflecting-in-action, the teacher-leaders could try a number of different 
pathways, experimenting to see which ones appeared the most effective and which ones met 
barriers, and as they did this, they could also articulate their ideas and their concerns. 
The two images in Figure 27 show the concept of a compass pointer as well as the pattern 
blocks being used as pathways. The image on the left is a representation of a principal and a 
teacher-leader. The principal is the orange leader block placed on the yellow hexagon 
representing the leadership team and Keturah, the teacher-leader, is the orange block beside it. 
The elements on top of both blocks are pointing towards each other, alerting us to the idea 
that the vision is shared from the leadership team. Keturah explained this, stating: “I carry 
and share the vision of what we are working on and that comes from the leadership team and 
through discussions with our principal” (Keturah, Patterning, p. 1/7). The representation on 
the right, the Visioning, places Keturah on the yellow leadership team block with the principal 
and the vision elements are pointing outwards ensuring that vision could move to and from 
the leadership team. Building pathways was a major focus when completing the Visioning 
representation. In the photograph of the Visioning, the pathway is leading out to the teams 
following the direction of the compass pointers. 
  
A close-up look at a Principal and a teacher-
leader early in the Patterning, Wattle PS, 23 
August 2012 
Leaders in the centre: Visioning, 
Wattle PS, 23 August 2012 
Figure 27. Vision elements. 
The Visioning representation also demonstrates how the vision elements encompass the entire 
representation, providing an inclusive boundary. 
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7.5.2.1 Establishing a vision pathway. The use of a dynamic pattern-block 
representation assisted the teacher-leaders to clarify their thinking regarding what they were 
trying to achieve, and they reflected-in-action when they placed a block in a position and then 
moved it to be in the right place. Vision is an abstract concept, and presenting a picture of the 
future (Beare et al., 1993; Lipton, 1996; Seeley, 1992; Senge, 1990) could make its 
abstractness more concrete. The following discussion related to using the vision pathways: 
Keturah: This is one element of a vision that sits over the top, linked to all of the people, 
and the people are all linked, so that is why I am not sure that it needs to sit in there or 
it might, for example, sit as a connection between the leadership team and the PLTs, but 
not necessarily through the leader, it could sit like that. 
Donna: You could use more and have a little pathway if you want. 
Keturah: I could have a little chain of things happening. 
Donna: You can have as many of those as you like [laugh]. You can’t have too much 
vision. [laugh]. Ahaaa! So that is leading into the PLT. (Keturah and Donna, Patterning, 
p. 7/7) 
This conversation highlights the fact that vision can be discussed in a tangible way. Written 
plans often include a vision statement; however, this may appear abstract and not achievable. 
When a vision statement is considered a destination and the plan a roadmap to reach that 
destination, one can then reflect on the best strategies to implement.  
7.6 Articulating a Vision  
Vision was not always fully articulated in a written plan. When working with the teacher-
leaders, my aim was to understand what they were trying to achieve and therefore they 
required an opportunity to articulate their vision. They may have not fully articulated it 
before; however, they may have stated a “vague platitude” such as “meeting the needs of all 
students” (Lashway, 1997, p. 6). I therefore persisted in asking the teacher-leaders to clarify 
their vision. I questioned Hannah, asking if her vision was to do with assessment and 
differentiation, or just wanting “a happy school”. Moving into a consulting role, I commented:  
That’s the dilemma by saying our vision is “that we all are doing the right thing for 
the students”, and people go “well, I do the right thing”, “I do the right thing”, “I 
do the right thing”, so we don’t have to change anything. (Donna, Iris PS, Visioning, 
p.6/7)  
This advice encouraged Hannah to rethink how she articulated her vision, and she then stated 
she wanted to “build a community by linking the vision”. A vision needed to be articulated if 
it were to be shared, and my role was to encourage the teacher-leaders to articulate it. Carmel 
had been heavily involved in sharing a vision at her school and said: 
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It is no good being whimsical and flimsy about the vision, so we’ve tried to be very 
concrete in terms of beliefs, and that has involved a lot of challenge… a lot of 
challenge. I think we have been able to create an environment whereby all of these 
people are feeling heard. (Carmel, Visioning, p. 6/7) 
Once a vision is established, it can be aligned with existing plans and strategies. Once the 
destination is decided on, one can then consider which roadmap is best used to reach this 
destination. 
7.6.1 Carrying and sharing the vision. A range of visions exist within a school. For 
example, a leadership team is often interested in a structural vision, whereas a teacher may be 
more interested in an instructional vision (Seeley, 1992). The teacher-leaders were well 
placed to understand both of these as they were intermediaries between the leadership teams 
and the teachers. Hannah’s role in carrying and sharing vision was reflected upon and she 
articulated how the process of Visioning assisted her with this: 
As PLT leaders, we have two roles and the visual is helping me with that in that we 
need to share the vision, and we need to build the knowledge of differentiation and 
assessment. Sharing the vision comes first because unless people understand why we 
are doing what we are doing, then it is not going to become part of their practice. 
(Hannah, Visioning, p. 2/7) 
The terms “carrying” and “sharing” were used quite literally. Carmel actually visited the 
teams carrying a written document and taking ideas with her: 
Carmel: I think carrying is an excellent term. I’ll give you an example: just sometimes 
with me, like, a key document that I am really referencing a lot, I am literally carrying 
it. If I am not the one carrying it, then it won’t ever get off the ground; get it out, 
someone has to be carrying it. 
Donna: It’s almost like you are pushing it. 
Carmel: You know, I hate that word championing it, but you are championing it… You 
sort of are…in a way… You are physically carrying it…and if you are not, it is not 
really a workable thing in your school. (Carmel and Donna, Meta-reflection, p. 8/13) 
This was a policy document, which became a tangible example of her vision as people could 
see it existed and this reinforced her desire to share this with others. By exploring the data 
related to vision and planning, I had identified a number of tensions. By embracing these 
tensions, strategies could then be considered. 
7.7 Strategy Created by Embracing Tension  
The teacher-leaders, in an attempt to embrace tensions, reflected on what O’Reilly and 
Tushman (2004) term an “ambidextrous organisation”, which was capable of simultaneously 
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“exploiting the present and exploring the future” (p. 75). Visioning presented this opportunity. 
One way of moving between written plans and establishing a shared vision was to implement 
a range of strategies, and if the strategies did not appear to be working, it was useful to revisit 
both the plan and the vision. Strategy can have two major dimensions – “positioning from the 
present” and “adapting to the future” (Abell, 1993; O’Reilly & Tushman, 2004). One is a 
short-term plan with immediate actions and the other is a longer-term vision. 
I now explore examples of how the teacher-leaders embraced a range of tensions related to: 
• considering non-linear representations as well as linear representations 
• moving between “we” and “I” 
• sharing a vision 
• moving between plans, strategy and vision. 
In the following section, I expand upon these tensions and provide illustrative examples from 
the data. 
7.7.1 Considering non-linear representations as well as linear representations. The 
Fern PS strategic plan recorded that the school wanted teams to be focused on using 
assessment to drive teaching, which was also a personal vision for Naomi. 
It demonstrated that Visioning embraced both formal plans and personal vision. During her 
meta-reflection session, Naomi stated her belief that “vision” was the improvement. She 
decided to rebuild her pattern-block representation, stating: “Well, no one is really ahead of 
anybody. It’s not a linear process. I’ll put the leadership team right in the centre, I guess, and 
I think this is the big improvement, I think, the vision” (Naomi, Meta-reflection, p. 2/11). The 
images in Figure 28 show the comparison between the initial Visioning representation and a 
new representation Naomi constructed in the meta-reflection section. 
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Visioning, Fern, PS, 3 September 2012 Meta-reflection Visioning, Fern PS, 
13 March 2013 
Figure 28. Comparison of Visionings. 
The meta-reflection representation indicated elements connecting teams and aiming towards 
the blocks at the top of the representation. These blocks were a combination of the teacher 
elements of assessment and differentiation, and a leadership element. By creating an abstract 
“picture” of the future (Lipton, 2003; Senge 1990) or a Visioning representation, vision was 
portrayed in a format that could be discussed. The pattern-block representation developed by 
Naomi prompted her to state: “I think you tend to look at it as a deficit model if you just use 
words; like, if you don’t build vision, you look at problems instead of solutions” (Naomi, 
Meta-reflection, p. 10/11). Therefore constructing a Visioning representation was a positive 
experience as it was possible to focus on solutions, and Naomi had inferred that a written plan 
would initially focus on problems. By constructing a holistic representation, she could 
consider solutions rather than focus on the problems. 
Hannah became aware of the difference between what she was saying and what appeared in 
front of her, and this was what prompted her to reflect-in-action. She confidently stated that 
there was a shared vision until she reflected that this wasn’t necessarily reaching everyone. 
This then played a large part in her Visioning, where she attempted to define pathways. The 
Visioning assisted her to articulate her vision as she was not constrained by the written word 
and therefore could continue thinking about strategies. Once Visioning was completed, 
strategies were then able to be recorded in a written plan for accountability purposes. The 
pattern-block representation was not a substitute for a formal plan; because it was non-linear 
and subjective, it had meaning only to the person who had developed it. Formal written plans 
utilise explicit knowledge and can also be understood by people external to a school. 
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7.7.2 Moving between “we” and “I”. One way of embracing the tension between 
having a plan and also having a vision is by moving between the “we”, which refers to an 
explicit plan that has been developed by a team of people, and the “I”, which is a subjective 
personal vision. 
The teacher-leaders in the study represented the leadership team when sharing a vision with 
teachers and would speak on behalf of the team as well as have their own personal vision. 
They were both “we” and “I”, and these terms were interchangeable. The “I” was the 
reflective, tacit, personal aspect of vision, and the “we” was the operational, explicit side of 
what had been previously articulated in a written plan. The teacher-leaders used the word “I” 
as they reflected on their personal vision and the word “we” was used when they 
operationalised a shared vision.  
When analysing the use of either “I” or “we”, the verbs that followed were examined. When 
the teacher-leaders referred to “I”, the conjugated forms of the verbs used were “think”, 
“want”, “am seeing”, whereas the conjugated verbs following the word “we” tended to be 
“have”, “still need”, “have tried”, and “are trialling”. The teacher-leaders were content to 
move between “we” and “I” as they saw themselves as part of a leadership team whilst still 
having their own reflections and thoughts. Each teacher-leader represented themselves as a 
leader with a vision element placed on the top as well as being connected to the leadership 
team, so they could be both “we” and “I”, and this is demonstrated in the following excerpt 
where Miriam refers to herself as both: 
That’s what I am thinking; it’s kind of vision and then, oh, gosh, like I mean, they are 
not dysfunctional in any way, but there’s something just not quite right. This one 
doesn’t want to be near classrooms. The vision here is that we need this one to be 
much more connected. (Miriam, Visioning, p. 2/12) 
Miriam started by saying “That’s what I am thinking”, but then once she mentioned the 
vision, she said “…we need this one to be much more connected…”, she was referring to the 
leadership team. She also alternated between “we” and “I” when she commented that vision 
was not about telling people what to do, and that she wanted teachers to be able to make their 
own decisions. Miriam was attempting to “break this idea that these people will tell us what 
to do” (Miriam, Visioning, p. 1/12).  
The teacher-leaders had a clear idea of the change they wanted to occur as they were able to 
observe what was happening at the team level whilst at the same time representing the 
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leadership team. However, they may or may not have articulated this to someone before. 
Carmel used the word “we” initially but then moved to what she personally would like to see: 
I am seeing that the PLT leader we have identified in our school and agreed in our 
school that this person is responsible for communicating all aspects of the school to 
their team, and while in theory that’s really good, I think in practice we still need to 
do a little bit of work on that. So that’s what I would want it to look like. (Carmel, 
Visioning, p. 1/7)  
The vision portrayed was personal and Senge (1990) believes that leaders say “our vision”, 
when they are really describing their own. The pattern-block representations constructed in 
each of the six settings were personal and subjective as this was what the teacher-leaders 
wanted to happen in an ideal world. Their vision, though, had been intertwined with the 
school leadership team’s vision and therefore their Visioning representations were an 
interpretation of the two visions, and if the representations had been constructed by a 
principal, another teacher-leader in the school, or by a classroom teacher, they may have been 
quite different.  
7.7.3 Sharing a vision. Sharing a vision encourages teacher-leaders to work 
collaboratively and address complex issues (Lambert, 2002; Nanus, 1992; Senge, 1990) and 
increases the chances that school improvement efforts would succeed (Beer, Eisenstat, & 
Spector, 1990; Miles & Louis, 1990; Norris & Reigeluth, 1991). 
A leadership team sets the direction in a school, but the vision cannot stay there (Fritz, 1999; 
Kim, 2001; Kouzes & Posner, 1997; Senge, et al., 1994). Each PLT interprets vision in its 
own way and feeds this back to the leadership team. This movement from leadership to the 
teachers and back again demonstrates another tension. For example, Miriam said that in her 
school the vision for effective teaching and learning came from the leadership team, but the 
Grade 5/6 team had interpreted it differently to the Prep team, where “the vision here is for 
play-based learning to grow” (Miriam, Visioning, p. 7/12). Miriam was involved in this two-
way process; she carried the vision to the teams and also provided feedback to the leadership 
team. Miriam stated her vision was “about the idea of teaching and learning that pervades 
everything and is irrelevant to the year level” (Miriam, Visioning, p. 1/12). Her articulated 
vision was therefore very broad and generic as it related to the whole school, and it was based 
on the idea that effective teaching and learning was driving each team. She wanted the teams 
of teachers to be able to argue their case, to put forward their own beliefs about what teaching 
and learning looked like at their own grade level. To encourage Miriam to embrace this 
tension, I suggested she consider the vision element as a two-way arrow and asked: 
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Does that help you? There is that concept of top-down, bottom-up and meeting and 
both are important, so that you don’t want the PLTs to be driving the school’s vision, 
and you don’t want the principal to be telling everyone what their vision is. What you 
want is a meeting of the ways. (Donna, Gazania PS, Visioning, p.2/12) 
Miriam was keen to establish a pathway where vision went from the leadership team to the 
PLTs and then was fed back to the leadership team. She did this to ensure vision was 
interpreted in a way that had meaning for that individual team. 
7.7.4 Moving between plans, strategy and vision. Once a vision is articulated and 
aligned with a written plan, strategies can then be developed.  
Sarah clearly stated at the end of the meta-reflection section that she wanted “one of them to 
take on the curriculum leadership role” (Sarah, Meta-reflection, p. 11/11). She arrived at her 
strategy by considering the back-talk from the pattern-block representations, which portrayed 
her as the leader for “everything”. Sarah’s vision was initially tacit; however, by reflecting-in-
action, a plan emerged and she then considered strategies to enact this.  
Carmel realised in her meta-reflection session that her leadership team had been trying to lead 
the teams rather than empowering the team leader of each team to lead their own team. This 
realisation was a pivotal moment in considering strategy as she then planned for a more 
distributive model of leadership. Towards the end, Hannah mentioned two visions: one was to 
use data to guide teaching; and the other was “about sharing practice across schools and that 
is a vision that has just come up” (Hannah, Meta-reflection, p. 11/15). Plans were written in 
advance and, whilst necessary, they did not always reflect a new vision in its infancy. Plans 
were, at times, one step behind vision. 
Just having vision without strategy is not sufficient (Fisher, 2005). Having a picture of the 
destination (Lipton 2003; Senge, 1990) greatly assists teams in working out how they will 
reach this. However, if everyone is working on their own personal strategy a shared vision 
would not necessarily be realised. 
Hannah explained the situation before the current principal had arrived at Iris PS.  
Hannah: Yeah, and I took on the job initially where there was no strategy; there was 
just me. 
Donna: But you wanted to do this, maybe? 
Hannah: I have been in this role with a few principals for probably… this is probably 
my fourth year, so I had two years where there was just me; I didn’t feel linked to a 
vision or a strategy. 
Donna: But were you doing the job because you wanted to enact change still, were you 
144 
 
a bit rudderless? 
Hannah: Passionate. 
Donna: Maybe, I don’t know. 
Hannah: I had my own personal strategies. (Hannah and Donna, Meta-reflection, p. 
8/15) 
The statement “I had my own personal strategies” explains why Hannah had found it difficult 
to achieve a shared vision in the past. A strong vision led by the principal now existed, and 
the leadership team was able to oversee this as “it is our responsibility to keep our eye on the 
vision” (Hannah, Meta-reflection, p. 11/15). Teachers understood the vision, although they 
required assistance in applying the strategies to reach it. Hannah continued: “We’re enabling 
and guiding the strategy to reach the vision, and, again, the teachers on the coalface, they are 
not thinking so much about the vision” (Hannah, Meta-reflection, p. 11/15). This statement 
suggests that as the teachers implemented strategies, they often lost sight of the vision and 
that it was up to Hannah to continually remind them of why they were following a plan. This 
scenario demonstrates the iterative movement between a plan and a vision by considering 
different strategies. 
7.7.4.1 Moving from strategy back to vision. Once a vision is written down in a plan, it 
becomes static. However, just as change is constant, vision will also always change: 
Donna: There is always going to be a new little vision that comes on board, isn’t there, 
that’s just the nature of it. 
Hannah: That’s right, we are talking about sharing practice between schools, and that’s 
a vision that has just come up. 
Donna: And that’s a vision related to professional learning, I suppose, so that’s a new 
one, so while ever it’s new, you are going to thrash it out at the vision level, then you hit 
your strategies. (Donna and Hannah, Meta-reflection, p. 12/15) 
Plans are important to capture explicit improvement strategies and provide a roadmap (Allen, 
1995; Lipton, 1996; Quigley, 1994). However, they also need to be flexible enough to enable 
the vision to be revisited as it may have changed as strategies that were in place are achieved. 
Strategies can be created by embracing tensions between having a written plan and a creative 
vision, by considering the non-linear as well as the linear, by moving between “we” and “I”, 
and by ensuring there is a shared vision. Visioning provides an opportunity to embrace a 
number of tensions as it enables one to reflect-in-action. 
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7.8 Visioning Is Reflection-in-Action 
Reflection-in-action includes intuitive thinking and reflective thinking (Bennis & Nanus, 
1985), and is not constrained by formal written processes. In this self-study of my practice, 
the process of Visioning enabled me to encourage reflection-in-action and was designed to be 
creative and draw upon intuition (Lashway, 1997; Lipton, 2004). I promoted the idea that you 
could do anything you wanted in a vision, as I advised Hannah: “Now, remember we can 
move that person because you are allowed to put that together in any way you like in the 
vision” (Donna, Iris PS, Visioning, p. 3/7). Reflection-in-action was also utilised in the meta-
reflection section, which provided the opportunity to validate initial statements. Lashway 
(1997) explains that “vision sees, and in the seeing it becomes real. Reflective thinking may 
lead us to what we think works best; intuitive thinking leads us to what we most desire; 
together, they form a powerful visionary tool” (p. 29).  
The knowledge the teacher-leaders used as they reflected-in-action was both intuitive and 
formal. Kouzes and Posner (1997) argue that intuition is “the wellspring of vision” (p. 40), 
claiming there is nothing mystical about it; it is simply an accelerated mental process that 
reflects long experience and great expertise in practice. An idea may appear to come out of 
nowhere, but “it’s the years of direct contact with a variety of problems and situations that 
equip the leader with unique insight” (Lashway, 1997, p. 40). The pattern-block process 
encouraged reflection-in-action and the teacher-leaders constructed their Patterning 
representation based on a “gut feeling” of what was happening at that time and their 
experience as leaders in the school. They then reflected and moved the pattern blocks to 
construct a Visioning representation. This combination of intuitive and reflective thinking 
(Lipton, 2004) enabled them to construct a non-linear representation alongside their formal 
written plans.  
7.9 Recognising Limitations  
The Visioning process was not straightforward and the teacher-leaders didn’t always find it 
easy to leave the certainty and security of relying on a formal written plan. Lipton (1996) 
states that managers who are uncomfortable in areas such as creativity and intuition often 
relied on formal planning, which tended to “extend the past rather than create the future” (p. 
90). My intent was to encourage the teacher-leaders to move the pattern blocks and reflect on 
considering new possibilities – not to simply extend the past, but to create a new future. 
Naomi reflected on the visual nature of Visioning as opposed to the linear written process of 
writing a plan. She found this visual process challenging:  
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The process of the blocks helps, really, as it makes it visual. I am not a particularly 
visual person; really, I am much more linear. If I make up a process, I would tend 
to…when I made up the inquiry process in my last school… For me it was step by 
step by step; it was linear, and I don’t think this way. This is quite challenging but it 
is also a bit liberating, too. To not have to represent it with words because that’s my 
preferred way, so it’s challenging. (Naomi, Meta-reflection, p. 9/11)  
Even though she found the process challenging, I suggested that she could use both 
approaches – the linear, written planning and the visual Visioning – which she did find 
liberating: 
Donna: You can be both still. 
Naomi: I find it challenging, though. It was difficult and a bit uncomfortable, but at the 
same time, a bit liberating as well… 
Donna: What about that idea of articulating, did it assist you at all?  
Naomi: Yeah, it did, and that’s where it was liberating in that without having to write it, 
you could actually for example see these links and explain what they were, and you 
wouldn’t have had that visual to assist you. (Naomi and Donna, Meta-reflection, p. 
9/11)  
Naomi had articulated clearly what she meant by the process being liberating; however. she 
still found it challenging.  
7.10 Chapter Conclusion 
This chapter has explored the concept that by embracing the tension between having a written 
plan and a shared creative vision, one moves towards the future and then pulls back to reality, 
and in doing, develops a range of strategies. Strategies were also reflected upon based on 
implementing short-term plans whilst also considering long-term vision, realising that both 
were important. As Kouzes and Posner (2009) emphasise, shared visions are the only visions 
that take hold because when one is connected deeply to the present, one is then able to be led 
into the future. 
A critical learning moment was recognised when I identified that even though plans already 
existed, at times, these plans were not enacted. Other tensions explored were the linear nature 
of a written plan and the non-linear representations of creative Visioning; the idea that vision 
may “get in the way”, and the acknowledgement that the teacher-leaders were faced with a 
number of staff in their schools who embraced a shared vision and a number of others who 
challenged this vision.  
The pattern block representing vision was analysed and described as a compass pointer and 
used to develop vision pathways. The relationship between plans, vision and Visioning was 
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explored, with a vision being described as the destination (Lipton, 2003), a plan being 
described as the roadmap (Allen, 1995; Quigley, 1994) and Visioning being described as the 
way to explore strategies to reach the destination. Strategy is created by embracing tensions 
and this is done by considering non-linear representations as well as linear; moving between 
the “we” (the leadership team) and the “I” (personal vision) and ensuring the vision is shared. 
Visioning enabled the teacher-leaders to reflect-in-action as they considered both the written 
formal plans in their school and the notion of constructing a creative vision. This chapter 
therefore provided evidence that the teacher-leaders reflected upon moving between a shared 
vision and a written strategic plan, where short-term plans were considered for the present 
situation, a future long-term vision was established, and strategies were devised to connect the 
two. By constructing pattern-block representations, the teacher-leaders were able to make an 
abstract concept such as vision tangible and then align it to existing plans.  
I have now presented three chapters related to the themes of Change, Organisation and 
Strategy. The next chapter examines teacher leadership and explores the tension evident 
between different layers of leadership. 
 
149 
 
Chapter 8 
 
Teacher Leadership – Moving between Hierarchical, Distributive 
and Self-Organising Structures 
With the speed and demands of modern organizational life, it’s not surprising that we often 
fail to integrate the key perspectives of others. Yet if we can find an effective and rapid 
process to bring together and integrate those perspectives that really are important to 
integrate now, we can build a more complete picture of our present reality. (Robertson, 2007, 
p. 12) 
8.1 Preface 
Teacher-leaders operate from a pivotal position in a school as they influence the leadership 
team as well as working alongside teachers. This chapter examines the ways in which teacher-
leaders reflect upon the leadership structure in their school, particularly the leadership team, 
the role of team leaders, and their own role as a middle-level leader. The analysis and 
discussion in this chapter is framed around the reflection on these different layers of 
leadership and evident tensions. Layers of leadership can co-exist in a school and by 
embracing tensions one can move fluidly between hierarchical structures and self-organising 
models of leadership. 
8.2 Introduction 
Teacher leadership is unique to the school system; however it has similarities to middle-level 
leadership in all organisations. As the teacher-leaders in my study reflected about their role, it 
became apparent that they moved from being involved with the leadership team to working 
closely with the teachers. As I reflected on this, I concluded that there were various facets to 
leadership and noted in my journal: “Leadership is a role which enables the process of 
influencing others through interaction” (excerpt from my reflective journal, 19 October 
2013). A range of leadership structures co-exist in schools (Harris, 2008; Macbeath, 2003) 
including hierarchical, distributive and self-organising structures. Hierarchical leadership 
relates to roles and titles, particularly those of the principal and the leadership team, whilst 
distributive leadership (Firestone & Martinez, 2007; Harris & Spillane 2008; Leithwood et al., 
2007; Timperley, 2005) emphasises the processes involved in leading a professional learning 
team. Self-organising leadership is more concerned with the interaction between people and is 
evident when teachers take the lead (Knowles, 2001; Robertson, 2007). 
150 
 
In this chapter I discuss how the teacher-leaders reflected on their roles as teachers and as 
leaders, and I introduce the critical moment when I realised that the roles, processes and 
interactions of leadership align. I also explore a range of tensions related to leadership and 
how by embracing these tensions, the teacher-leaders began to reflect on the underlying layer 
of self-organising leadership where “every teacher can be a leader”. 
8.3 A Teacher or a Leader? 
Teacher-leaders play a number of roles in schools (Gunter & Fitzgerald, 2007; Katzenmeyer 
& Moller, 2009). The meta-reflection section of the research provided an opportunity for the 
teacher-leaders to ponder further on previous reflections related to leadership, and two 
instances were highlighted by the participants. The first relates to the roles teacher-leaders 
have in a school and the second is related to the “leader” aspect of being a “teacher-leader”. 
Sarah reflected on the first example, discussing the range of leadership roles she had in the 
school: 
I have three jobs. I have a curriculum leadership job, I teach in the classroom, and I 
have the principal’s job; and it took me awhile to get my head around that, and to 
accept that they require different skills at different times; and I try and have one hat 
on at once. (Sarah, Meta-reflection, p. 8/11) 
As she was a principal in a small school, Sarah operated at each layer of leadership, and 
towards the end of her meta-reflection session, she articulated that the role of curriculum 
leader may be one that she could delegate.  
Although the teacher-leaders reflected on where to place the principal and the leadership team 
using the pattern blocks, they also reflected on teacher leadership. During the meta-reflection 
section, I presented the range of statements I had developed from my initial analysis and the 
teacher-leaders were invited to comment on whether the statement “teacher-leaders reflect 
upon the leadership structure in their schools” resonated with their experience. Keturah 
commented on her role in enacting change: 
If it is not to enact change, then why are they in a leadership role in the first place? 
If it’s purely administration or something along those lines, then there is no benefit 
in the role that they are undertaking, and somebody else could do that job; it, is not a 
leadership role. So if that is not why they are in the position, then they shouldn’t be 
in that position in the first place. (Keturah, Meta-reflection, p. 7/12) 
Keturah believed her role was to enact change and that was inherent in a leadership role. I had 
commented in my reflective journal that the “principal sets the change, the teacher-leader 
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enacts the change, and the teacher in the team implements the change” (excerpt from my 
reflective journal, 6 April 2013). Teacher-leaders embrace a teacher role and a leadership role 
and therefore move between both. 
8.3.1 Constructing leadership structures. I encouraged the teacher-leaders to 
articulate how the leadership structure was operationalised in their schools. I did this to 
highlight the number of roles they may be undertaking, and in the following section, I detail 
their reflections on how they operated in the leadership team, the professional learning teams, 
and alongside teachers. I encouraged them to note what structures already existed and 
acknowledge which ones were working well whilst at the same time seek out opportunities to 
reframe those in need of change. 
Leadership structures are often inherited in a school and new approaches may not always 
connect with what already exists. A distributive PLT approach (Griffin et al., 2010; Stoll & 
Seashore, 2007) cannot simply be imposed on a hierarchical model; the two concepts require a 
purpose to connect. For example, when constructing her Patterning representation, I 
mentioned to Hannah that it wasn’t possible to reach into the pattern-block container and pick 
up another “teacher” element, although I stressed she could pick up more leadership blocks. 
My advice to her was that we could build leadership, stating, “We can always add, if we need 
to; we can reach in and grab some more leadership because you can build leadership” 
(Donna, Patterning, p. 13/13). The Patterning process presented Hannah with a visual image 
that displayed issues or gaps related to the leadership structure in Iris PS, and to construct the 
Visioning representation, she inserted extra leadership blocks in an attempt to align this 
structure.  
8.3.2 Tour de France analogy. Once the Visioning process was completed, the 
teacher-leaders viewed their representations and commented on the overall appearance, and 
this was where Keturah used the analogy of the “Tour de France” to discuss the movement 
between leadership structures because, initially, the pattern-block representation reminded her 
of a bicycle wheel. This became a critical moment as she realised elements of the Tour de 
France race portrayed the process of leadership she was attempting to articulate. This analogy 
enabled Keturah and me to consider a range of leadership models and how they co-existed, as 
well as facilitate Keturah’s articulation of the dialectical nature of her role:  
I don’t know; I am probably a little bit of both, I am probably in the pack riding with 
people in some regards and I am probably the support crew in other ways, and 
sometimes I will have to be the leader of the pack to get things going. (Keturah, 
Visioning, p. 6/7) 
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Keturah had unknowingly described self-organising leadership when she articulated her role 
as being in the “pack” and as being distributive or hierarchical when she was leading the pack. 
She continued: 
I am probably, and so is the principal, probably going to need to take on a variety of 
roles to ensure that certain parts actually happen and occur and people are moving, 
but also that the leadership role will be shared because, you know, underpinning 
every person is a leadership capacity in some ways, and we might be surprised by 
what people come out with and enjoy letting them lead and letting them take the lead 
to drive certain aspects. (Keturah, Visioning, p. 6/7)  
This concept of “every teacher being a leader”, which describes a self-organising system, is 
commonly used by researchers to explore teaching and learning (Davis & Sumara, 2006; 
Levin & Schrum, 2016), the design and function of schools (Bain, 2007) and school 
leadership (Walker, 2011). However, the layers of leadership present in a school create a 
range of tensions. 
8.4 Identifying Tensions 
Hierarchical structures exist in schools (Leavitt, 2005; Lieberman & Miller, 2005; Pfeffer, 
2013) and my research supports the contention that these are not preferred; however, they 
cannot be ignored. Acknowledging this existence with the teacher-leaders participating in the 
study created a tension when, as the external facilitator, I reinforced the notion of distributive 
leadership (Firestone & Martinez, 2007; Harris, 2008; Leithwood et al, 2007), as it was a 
model that had been introduced during a range of initiatives related to establishing PLTs. This 
tension became more obvious when examples of self-organising leadership models (Buck & 
Endenburg, 2012; De Florio, 2014; Knowles, 2001; Robertson, 2007; Ulieru, 2014) were 
revealed when listening to the teacher-leaders’ observations. The tension related to the 
movement between the hierarchy of a principal and the self-organisation of teams and became 
apparent when teacher-leaders reflected on where to place their leadership block in the 
pattern-block representation. 
I now explore the data related to the teacher-leaders’ reflections and the “wondering” of 
where each person might belong in a structure. 
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8.4.1 Reflecting on the orange square block of leadership. The orange square pattern 
block was the element used to represent leadership roles in a school. The teacher-leaders 
reflected upon moving this block to different places within the pattern-block representation 
and as they did this, they discussed the reasoning behind the placement. They identified both 
formal and informal leaders (Harris & Spillane, 2008) and examined interactions between 
teams and these leaders as well as reflecting on different types of leadership, including their 
own, and where they placed themselves in the structure. Leaders were placed either in a 
hierarchical, distributive, or self-organising position in the pattern-block representation, and in 
the following section, I examine the reflections on leading from the “top”; the movement 
between being a teacher and a leader and issues with leading peers. 
8.4.1.1 Leading from the top. The idea that someone will lead a school was appealing 
and Naomi reflected: “Leadership means change. I think if you imagine the school as a ship 
or a boat, it doesn’t get anywhere, does it, without the leader” (Naomi, Meta-reflection, p. 
6/11). The implicit idea was that there was someone “steering the boat”, presumably the 
captain. This reflection that it was important for a leader to set a direction or establish a vision 
was consistent throughout the research, and this was, at times, the principal; at other times it 
was the entire leadership team. 
Carmel explained her leadership team as “you know, really this is almost like ‘the triad’ 
[laugh]” (Carmel, Visioning, p. 8/12). The representation she constructed consisted of a 
hierarchical leadership model that incorporated a distributive perspective, and the structure 
cascaded (Mayer et al., 2009) down from the three members of the leadership team: 
The PLT leader being represented here also has the understandings and the shared 
beliefs that we have in our meetings. These are thrashed out here and agreements 
are made, and that’s our decision-making model that we have agreed on. I am 
wanting to see this person be more of the filter, you know, of the person responsible 
for communicating a lot of that to the team, so that there isn’t possibly the people 
saying, well, “I didn’t hear about that” or “I didn’t know about that”. I am still 
finding that happening. (Carmel, Visioning, p. 1/7) 
The PLT leader “filtered” information to the PLT from the leadership team, and this reflection 
contained the idea that although there was a hierarchical structure, Carmel would have liked 
the vision to have cascaded down through this distributive structure. This concept discussed in 
the semi-structured conversation is apparent in the pattern-block representation in Figure 29. 
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Waratah PS, Visioning, constructed by Carmel, 30 August 2012 
Figure 29. Cascading leadership model. 
Carmel attempted to maintain a hierarchical leadership structure and one of the issues of this 
model is that it is quite resistant to change (Leavitt, 2005). Hierarchical structures continued 
to be present in the teacher-leaders’ representations, although at times these structures were 
challenged. When discussing the current arrangement of the leadership team, Miriam 
commented: “How do we break this idea that these people will tell us what to do?” (Miriam, 
Visioning, p. 2/12). She was referring to the leadership team and its relationship to the PLTs 
and she reflected: 
And do we? Am I? Is that not even the way I should be thinking? Is it okay that there 
is an element of leadership because, of course, at some level these people will set the 
agenda? But I want those empowered to argue their case. (Miriam, Visioning, p. 
2/12) 
Leading “from the top” was seen as effective provided there was a way for information to 
flow to and from the PLTs. 
8.4.1.2 Moving between teacher and leader. The teacher-leaders generalised and 
considered the role rather than the person involved. As they manipulated the blocks, they 
reflected and at times felt the need to move a block to another place in the representation. This 
provided the opportunity for the teacher-leader to use the leadership block to represent a 
teacher and a leader. 
For example, during the construction of her Patterning representation, Naomi articulated how 
the leadership team had been formed, and she did this by moving all of the PLT leader blocks 
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to where the principal was positioned in the leadership team, stating: “So in the senior 
leadership meeting, all of those orange would come together” (Naomi, Patterning, p. 7/8). 
The photograph of the visual representation had orange blocks situated in the PLT team. 
However, during this construction, there was not a photograph of the same blocks connected 
to a leadership team. The process was dynamic, and the photographs of the pattern-block 
representations only captured one moment in time.  
The teacher-leaders reflected on this “leadership dance” (Knowles, 2001), or the movement 
between different types of leadership. The process of moving from the PLT to the leadership 
team and back again was not straightforward and, at times, as the teacher-leaders attempted to 
demonstrate this, their representations became congested. Keturah reflected on this movement 
when she explained that the PLT leaders moved from the leadership team back to their own 
team: 
…but not necessarily all of them are there at all times, but the orange blocks, the leaders, 
have to back the vision for it to make that change; they have to be prepared to stand behind 
the vision and drive it forward within their teams. (Keturah, Meta-reflection, p. 9/12)  
 
By calling the leaders “the orange blocks”, Keturah was able to focus on the leadership 
process rather than the personalities involved, and this assisted her in considering distributive 
leadership structures. 
In a similar way, Miriam reflected on her leadership team, and decided that it should be more 
central and surrounded by all of the other leaders, mentioning “all of the orange people” as the 
leaders in the school: “Yeah, but it’s not really central to the whole; what is central to this in 
theory, and it’s breaking down, but in theory is this; are all of these orange people meeting” 
(Miriam, Meta-reflection, p. 4/19). The movement between being a teacher and a leader was 
seen as a promising way to ensure information flowed between teams and teachers. However, 
at times working alongside one’s peers presented difficulties. 
8.4.1.3 Leading peers. Leading peers in a hierarchical or distributive model creates a 
tension at times (Muijs & Harris, 2006), although this became less noticeable when the 
teacher-leaders were considering a self-organising model. A distributive or networked model 
of leadership was apparent in each of the Visioning representations. 
All the teacher-leaders in this research were female and as Randell (1990) suggests, a 
networked distributive model of leadership tends to be preferred more by women. The 
teaching workforce in Australia in government primary schools is predominantly female at 
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81.8% (Australian Bureau of Statistics, 2015) therefore it would have been reasonable to 
assume that a distributive rather than a “top down” approach to leadership would have 
resonated with the teacher-leaders. Keturah, Naomi, Miriam and Carmel worked in large 
primary schools and all led other teacher-leaders, whilst Hannah was one of a team of teacher-
leaders and Sarah was a teaching principal. Teacher leadership involved close relationships 
with the teachers – at times being a peer; at other times being a coach or a mentor. Carmel 
reflected on this: 
Sometimes a person will say, you know, they are too friendly with the teachers, too 
friendly, so they didn’t really respect them. I think as a leader you need to be very 
careful of that, too, because you can overstep the mark in terms of a friendship, and 
then the lines are blurred between when you are a friend and when you are a leader. 
(Carmel, Meta-reflection, p. 8/13) 
Carmel had a strong desire to facilitate the leadership of others, and in doing so, she faced the 
tension of developing a professional, trusting relationship whilst not necessarily becoming too 
friendly.  
The teacher-leaders recognised high-performing teams, and a team that was led by an effective 
PLT leader appeared cohesive when constructed in the pattern-block representations as all 
members were involved in a number of roles and remain engaged and connected (Knowles, 
2001). Such representations demonstrated an element of a holacracy (Robinson, 2007) as 
teams were organised similarly to a series of intersecting circles. Keturah commented on one 
such team as having “very strong leadership that pulls that team together, she [the leader] sets 
very high expectations and the members of that team strive to reach those expectations for 
their kids. So it’s very student-centred, driven PLT team” (Keturah, Patterning, p. 2/7). During 
analysis of the pattern-block representations, I noticed a similarity between the Visioning of 
the whole school and the Visioning of the “ideal” team. Complex systems tend to exhibit self-
repeating patterns within their organisational structure (Waldrop, 1992), and the teacher-
leaders’ pattern-block representations exhibited both centralised decision-making at their 
centres and decentralised decision-making at the edges, which is similar to the concept of a 
fractal organisation (Raye, 2014).  
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Iris PS, Visioning, 
18 September 2012 
Iris PS, Focus on one team in the 
Visioning, 18 September 2012 
Figure 30. Fractal-like representations. 
This can be seen in Figure 30, where the whole-school representation of Iris PS on the left had 
the yellow block placed in the centre and was led by the principal, and the same structure was 
replicated for each team (the example on the right), where a yellow team block in the centre 
and the orange square leadership block represented the PLT leader.  
These representations are fractal-like and since they portray how leaders temporarily moved 
to the edges from the centralised leadership team and then returned to this leadership team, it 
could be described as a sociocracy (Buck & Endenburg, 2012). The teacher-leaders reflected 
upon leading their colleagues, and they also reflected on where they were situated in the team 
structure. 
8.4.2 Where do I place myself? In the following section, I describe how the teacher-
leaders were hesitant in deciding where to place the pattern block, which represented them in 
the pattern-block representation; how they were concerned with being too far away from the 
teachers they were working with, and how they changed their minds as they moved their 
blocks to different positions as they responded to tensions. They were encouraged to identify 
the different places the block that represented them might be positioned. The teacher-leaders, 
being assistant principals, coaches or curriculum leaders, were purposefully selected (Patton, 
2002) for this research, and therefore, I assumed they would be confident in knowing their 
position in the school structure. I was puzzled when the teacher-leaders appeared to be 
uncertain of where to place their block in the visual representation, and I made a note in my 
reflective journal: “Teacher-leaders have many roles; should I explore roles? Do I need to 
clarify what these roles are?” (excerpt from my reflective journal, 30 January 2013). 
Eventually, the teacher-leaders positioned blocks and then changed their minds and moved 
them, which reinforced my earlier reflection that leadership was a process that involved 
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continual movement. Naomi, as she constructed the Visioning, commented: “I see myself 
moving a lot really” (Naomi, Visioning, p. 1/7). This statement reflects the need for a 
dynamic visual process, as otherwise it was difficult to explain how she moved from team to 
team and show the different roles she held.  
Keturah laughed as she commented: “I don’t quite know where to put myself at the moment!” 
(Keturah, Visioning, p. 4/7). This was seen as a revelation. We had both assumed she knew 
where she fitted in the team structure, but it wasn’t until the representation was constructed 
that she realised she wasn’t sure. Naomi also had the same difficulty reflecting on where she 
thought she may be best placed: “I see myself here really. I don’t know, you know, how do you 
picture that?” (Naomi, Visioning, p. 2/7). This uncertainty was based on the types of roles the 
teacher-leaders undertook; they were both a teacher and a leader, they were in the leadership 
team, and they were also in a team of teachers. These tensions were apparent during the meta-
reflection section when the teacher-leaders examined the photographs of their previous 
Patterning and Visioning representations. They realised the representations demonstrated that 
it was difficult to be in more than one place at a time, they were concerned if they were too far 
away from the PLTs, and following further reflection, they often changed their minds. These 
tensions are now discussed. 
8.4.2.1 One place at a time. The teacher-leaders were initially tempted to represent 
themselves using more than one orange square block. As Keturah developed her Patterning 
representation, she stated: 
It is a small team connected to all of these teams, though I am not quite sure how I 
am going to show this as I work with all of those teams, so I can’t put my little block 
in all of those teams. (Keturah, Patterning, p. 1/7) 
They were discouraged from using more than one block to represent themselves as I 
suggested they were only one person, and it was not possible to be in more than one place at a 
time. In the past when formal written planning had been documented, I had noted that a leader 
was recorded against many actions, which did not give a holistic view of what was happening, 
or the number of people involved in a strategy. Written plans were structured in such a way 
that only some people were placed against actions, and the plans did not capture the 
complexity of a leadership role.  
The teacher-leaders were often involved in many teams, which had implications for the time 
that was required to be spent attempting to orchestrate change. It became apparent to them by 
examining the pattern-block representations that it was more effective to empower a team 
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leader to lead a team. For example, Keturah was motivated to develop a model whereby the 
leadership team was positioned at the centre of the Visioning representation. As Keturah 
moved from Patterning to Visioning, she pondered where to place herself: 
Those connections need to be made again back to each of the PLTs, and that 
probably needs to come from that central spot rather than just…I don’t quite know 
where to put myself at the moment. (Keturah, Visioning, p.4/7) 
Keturah did eventually find a place to “put herself”. She felt she was visiting each team 
equally and she ended up placing her block in the leadership team, which was equidistant 
from each PLT. Moving the orange square leadership block enabled Keturah to explain her 
role in a number of teams in which she was involved. 
8.4.2.2 Too far away. The concept of leaders not being “too far away” from the teams 
was a recurrent theme throughout the data. Hierarchical or “flow down” structures (Mayer et 
al., 2009) made this distance appear greater. By considering a more distributive model, 
Miriam ensured she was in close contact with teams as she commented in her meta-reflection 
session: 
So let’s have a look. Where did we “vision” the teaching and learning team? Here? 
Now I would say they would sit in there, like an equal. In fact, like what I was 
thinking, then, was I want equal distance from the teaching and learning team to all 
of these. The executive leadership for want of a better word, it is still this. (Miriam, 
Meta-reflection, p. 1/19) 
Gazania PS was a very large primary school, and Miriam had wanted the teaching and 
learning team to be at the centre in close proximity to all of the PLTs. The executive 
leadership team she referred to had a hierarchical role to play in leading the school and 
included the principal. 
By constructing a model demonstrating distributive leadership, a sense of equality of 
leadership was implied, the teacher-leaders were aware they could only be in one place at a 
time, and they wanted to be able to share this time equally. 
8.4.2.3 Changing minds. Changing their minds as they moved blocks enabled the 
teacher-leaders to reflect-in-action (Schön, 1983). I noted in my journal that “as the  teacher-
leaders began constructing their visioning, many moves were dismissed straight away” 
(excerpt from my reflective journal, 28 April 2013). 
However, not all the teacher-leaders were in a quandary of where to place their leadership 
blocks. Carmel had been involved in developing an effective leadership structure and initially 
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she appeared to fully understand her position in the structure of the school. She knew where to 
place herself: “So currently, what we have in place are three PLTs and the principal and 
myself, working very closely in terms of supporting staff to have a shared vision” (Carmel, 
Patterning, p. 1/7). She seemed to be content with the leadership team. The leadership issue 
she reflected on was ensuring that the third person in the “triad” was connected and her 
attempt at constructing this was demonstrated in her Visioning representation. When reflecting 
upon this later in her meta-reflection session, she decided to move herself: 
You know, the intent now is that the leaders here, we as a team, are hoping to 
empower these leaders to actually lead their teams because I think what was 
happening originally was that, in effect, we were leading those teams. (Carmel, 
Meta-reflection, p. 2/13)  
Carmel changed her mind and moved into a more distributive model and towards the end of 
the meta-reflection section; she had changed her mind again. Carmel decided to develop a 
new structure in the shape of a “number eight”. A demonstration of this “changing of mind” is 
shown in a visual snapshot of the following four representations constructed by Carmel from 
Waratah PS (Figure 31). 
 
 
 
 
Waratah PS, 
Patterning, 
30 August 2012 
Waratah PS, Visioning,  
30 August 2012 
Waratah PS, 
Meta-reflection (1), 
27 March 2013 
Waratah PS, 
Meta-reflection (2),  
27 March 2013 
Figure 31. Change of mind. 
As the final meta-reflection representation was constructed, the semi-structured conversation 
captured this change of mind: 
Carmel: When I thought about you coming for the next visit, I did have it pictured in my 
mind that the model might end up looking like an 8. 
Donna: An 8? 
Carmel: Yeah, so it would be like…I was thinking cyclical, unlike here where we have 
the leadership team up… that’s what I was originally thinking. 
Donna: What stopped you doing that? 
Carmel: Um, I think probably the yellow blocks did, to be honest. 
Donna: The teams? 
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Carmel: Yes, because I didn’t quite know where to fix them, but I…by thinking in my 
mind how I am wanting processes to happen in the school , it’s happening like that, 
that’s how I want it to happen… and we are always meeting here. 
Donna: Yep, so that is interesting; there is no reason not to keep that thought process. 
(Carmel and Donna, Meta-reflection, p. 11/13) 
Carmel had moved from a cascading hierarchical model (Mayer et al., 2009) to one that also 
included distributive leadership (Harris, 2005; MacBeath, 2003). She then moved to a model 
that showed interactions from this leadership team, but also interactions between the teams. 
Finally she had moved to a figure eight, with the leadership team in the centre and the orange 
square leadership blocks in both the leadership team and the PLT. This representation 
captured her thoughts on leaders moving seamlessly between teams. 
Naomi also changed her mind about where she placed herself in the pattern-block 
representations during the meta-reflection: 
Donna: I am just interested that was you here… Are you still there? 
Naomi: No, I don’t see myself there at all. I see myself here. (Naomi and Donna, Meta-
reflection, p. 2/11) 
Naomi had been newly appointed to Fern PS when I first visited and her perspective had 
changed six months later. This changing of mind demonstrated reflection-in-action (Schön, 
1983) as she was “actively re-designing, re-aligning and reshaping leadership practice” 
(Harris, 2008, p. 158). This research provided the teacher-leaders with an opportunity to 
redesign, realign, reshape and reframe the leadership structures in their schools. The teacher-
leaders changed their mind often because the pattern-block representations presented them 
with another way of thinking. Being open to new possibilities and patterns (Burraston, 2011; 
Houchin & MacLean, 2005) was encouraged, and this was done by embracing identified 
tensions.  
8.5 Embracing Tensions 
As the teacher-leaders reflected upon where to place the orange block in a leadership structure, 
a range of tensions emerged. As a means of embracing tensions, I encouraged them to develop 
a Visioning representation to show the range of leadership structures they were considering in 
a preferred future and then using this pattern-block representation to consider an analogy as to 
how they might go about achieving this. The concept of “leading from the inside” with no one 
person being too far away from another was represented as was a non-linear model focusing 
on the belief that every teacher could be a leader. 
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These ideas behind embracing tensions are now explored, and I begin with how analogy was 
used to reflect upon strategies for school improvement, and then discuss how aligning 
leadership assisted the teachers-leaders to reframe their current situation. I do this by 
examining different interpretations of the pattern-block representations including the concept 
of leading from the inside; the importance of approaching the edges; attempting to construct 
non-linear models; moving from the centre; a “leader-ful” model; and, finally, reflecting on 
the concept of every teacher being a leader. 
8.5.1 Using analogy. Developing an analogy towards the end of the Visioning section 
was undertaken in an attempt to decide which strategies for improvement may be possible. 
Each Visioning representation prompted its own analogy, and these included a “dream 
catcher” (Iris PS), an “organic cell structure” (Fern PS) and a “compass” (Beige PS). The 
analogy that became a critical moment in this research presented Keturah at Wattle PS with a 
quandary when she reflected on leadership. The Visioning representation she had constructed 
resembled a bicycle wheel, and as the Tour de France race was in the media at that time, I 
explored with Keturah the Tour de France analogy she used to describe her role as a teacher-
leader. The analogy drew upon a tension facing Keturah as she reflected upon leadership, and 
it provided a response to the question “where do I place myself”. She grappled with the idea 
that she desired a leadership team that set the direction, whilst also wanting it to lead from the 
centre, which portrayed a more distributive or shared model as well as it promoting the idea 
that “every teacher could be a leader”.  
Keturah believed in an enabling leadership team and drawing upon her analogy she described 
this as a team that started rather than doing. “The start-line, I think, is probably from the 
leadership team; however, the leadership team must work in conjunction with every member 
of the staff” (Keturah, Visioning, p. 5/7). The analogy provided a way of considering 
distributive leadership and how it was a process, how it changed from being a “leading from 
the front” model to a “leading with the pack” model, and how both were done at different 
times, and this enabled Keturah to embrace the tension between hierarchical and distributive 
leadership. 
8.5.2 Aligning leadership structures. The teacher-leaders experimented as they 
attempted to align leadership structures. 
Visioning provided a “safe” way of considering distributive leadership options in that they 
were exploring this in theory rather than in practice. Whilst they physically constructed the 
representation, they were involved in attempting to align the leadership structures that were 
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often imposed on a school, particularly the hierarchical situation where a principal was the 
leader, followed by an assistant principal and then possibly a number of leading teachers. 
Structure became much more flexible and distributed at team level, and this was where 
teacher-leaders were able to move the leadership blocks related to team leaders around and 
align them with existing team structures. An example of this reflection is in the following 
excerpt:  
Donna: You are moving those. It looks like you are trying to align your leadership there 
[laugh]. 
Keturah: Well, I am somewhat. Mmm, just stick that on the top. This person should 
actually be in the middle as well. I’ll just swing them around there. 
Donna: This is the handy bit. Rather than drawing, you can actually physically move it; 
there you go… 
Keturah: Okay, so, because they all need to be central, to the leadership PLT in the 
middle…(Donna and Keturah, Patterning, p. 5/7)  
Keturah wanted to place the leader blocks on the inside of the circle so they would be close to 
the central leadership team of which they were part of as well. By aligning the leadership 
structures and placing them close to the centre, it was more convenient for the PLT leaders to 
move between the leadership team and their PLT. 
8.5.3 Leading from the inside. In most of the settings, a leadership team was required 
to drive improvement and set the vision, and rather than situating this team in a hierarchical 
position, the teacher-leaders often placed this leadership team in the centre. In her Patterning 
representation for Iris PS, Hannah had the leadership team placed in the centre because this 
was a strategy that had already commenced. Hannah began our initial semi-structured 
conversation with: 
I am going to start with the principal because she is very central to our school 
improvement, and amongst that we have a leadership team around the principal with 
whom we are working very, very closely. So these are representing all of the leaders, 
who are all coaches. (Hannah, Patterning, p. 1/13) 
The model of leadership at Iris PS represented a distributive model to begin with, and it was 
already being led from the inside. This concept of “leading from the inside” was made 
apparent by examining the pattern-block representation data for all settings.  
When constructing the Visioning representations, the teacher-leaders in the following four 
representations placed the leadership team in the centre, and the other two smaller settings 
portrayed either a cascading representation or a small cluster of blocks. The images of the four 
large primary schools are presented in Figure 32 as a visual snapshot to display the importance 
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the teacher-leaders placed on leading from the inside when they were developing their 
Visioning representations. 
 
  
 
 
Wattle PS, Visioning, 23 
August 2012 
Iris PS, Visioning, 18 
September 2012 
Gazania PS, Visioning, 
25 September 2012 
Fern PS, Visioning, 
3 September 2012 
Figure 32. Leading from the inside. 
The leadership team was represented by the yellow hexagon in the centre, with an orange 
leadership square and a small beige rhombus vision element placed on top of this square, 
which implied that a leadership team was being led by a leader with vision and direction. 
During the initial Visioning process, the leadership team was often placed inside a circular 
representation. Keturah reflected on the Visioning representation she had constructed six 
months earlier and commented on what she noticed: “There’s a group of people who are no 
more or no further away from the centre than anybody else, and it’s a together-kind of picture, 
I think” (Keturah, Meta-reflection, p. 2/12). She was content with this representation, with the 
leaders on the inside of the circle and she found leading from the inside a comfortable place to 
lead from. 
The term “leading from the inside” appeared at first to be similar to “leadership from the 
inside out” (Kouzes & Posner, 1997; Posner, 2009) yet it was quite a different concept. 
Leadership from the “inside out” referred to “the quest for leadership, therefore, was first an 
inner quest to discover who you were, and it’s through this process of self-examination that 
you find the awareness needed to lead” (Kouzes & Posner, 1997, p. 2). In my research study, 
leadership from the inside referred to where the teacher-leaders were physically situated in the 
leadership structure. They were situated in the school, they were situated in the leadership 
team, they were situated in a professional learning team, and they led from those positions; 
they led from the “inside”. 
Leading from the inside had relevance for teacher-leaders generally because at the time of this 
research, there was a move towards school autonomy (Suggett, 2013), and there was an 
expectation that schools had the capacity to lead from within their own settings. Patterson, 
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McAuley, and Fleet (2013) use the term “inside leader” to describe leadership that is 
supportive of change in the individual school rather than in a system of schools. Although the 
teacher-leaders in my study reflected on their own schools, in my practice, as a visiting, 
external facilitator, it was possible for me to assist them in making system-wide connections.  
Leading from the inside shares common features with self-organising models of leadership 
(Knowles, 2001; Robertson, 2007), and can be implemented at all layers in a system. Rather 
than having isolated individual schools, a self-organising model promotes the establishment of 
a series of interconnected circles, with each circle representing a school. Within each school 
was another layer of interconnecting circles that represents teams, and this demonstrates a 
fractal-like recursive application of a set of rules. This type of leadership enables teacher-
leaders to be as close as possible to the edges or the outlying teachers. An example of this was 
where Hannah felt the teachers were “feeling in the tent rather than out of the tent” (Hannah, 
Visioning, p. 1/7), or as she commented:  
If you think of a meeting taking place within a tribal community everybody wants to 
really be a part of the action. Although not everybody does because they have had a 
little sniff of the action [laugh] and they are not sure whether they want to be 
involved. (Hannah, Visioning, p.1/7) 
This comment highlighted the tension between the teacher-leaders, who wanted everyone to 
be on the “inside” so that they could be involved, and some of the teachers who chose to stay 
close to the edge deliberately so that they did not need to work closely with the leadership 
team. The teacher-leaders in their pattern-block representations attempted to embrace this 
tension by ensuring leaders, teams and teachers were located close to the centre. 
8.5.4 Approaching the edges. In the representations, the edges of a leadership structure 
represented the outliers. For example, even though the leadership team was at the centre of 
her representation, Keturah was concerned about reaching people on the outer part of this 
circle as she felt the further out people were, the more disconnected they would tend to be. 
She explained her role, stating: “I carry and share the vision of what we are working on and 
that comes from the leadership team and through discussions with our principal as well” 
(Keturah, Patterning, p. 1/7). I had noted that the teacher-leaders “travelled” and moved 
around in the following excerpt from my journal: 
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Teacher-leaders can carry the vision out to the teams. They move from the centre 
and approach the edges. The principal may hold the place in the centre. The teacher-
leader is the journeyman who goes travelling from the inside and takes with them the 
vision. (excerpt from my reflective journal,9 April 2013)  
The “edges” were problematic as the further away someone was, the more isolated and the 
less connected they were. During her meta-reflection session, Naomi and I discussed the idea 
of everyone feeling ownership of the vision: “that’s the way that I keep thinking about things; 
they are being well informed and having buy-in and having ownership over decisions that are 
made, particularly over curriculum” (Naomi, Meta-reflection, p. 2/11). I focused on this 
concept, stating: “it is interesting that you say that, that ownership of the edge, because the 
edge is further from the centre and that’s obviously the further you get back, the harder that 
the ownership is going to be, isn’t it?” (Donna, Iris PS, Meta-reflection, p. 2/11). More 
strategies were required to work with those teams or teachers that were further from the centre 
as they were problematic, and those who led from the centre had need for information about 
what was happening on the edges (Raye, 2014) so they could devise strategies to bring those 
teachers closer to the centre. 
8.5.5 Attempting non-linear representations. The concept of leading from the inside 
or from the centre encouraged a non-linear mode of thinking. However, a linear, flow-down, 
hierarchical leadership structure could be quite resilient (Leavitt, 2005; Pfeffer, 2013) and 
Miriam in her meta-reflection session commented that the structure of the teams were still 
quite linear: “If I were to re-pattern, it would look quite similar to the original patterning” 
(Miriam, Meta-reflection, p. 1/19). Her initial Patterning representation had displayed 
disconnected, linear teams, whereas her Visioning representation was a connected spiral.  
Leadership from the inside implies a networked approach to leadership, where teams are all 
seen as being close to the leadership team. Naomi commented on the pattern-block 
representations she had previously developed during her meta-reflection session. Initially she 
reflected: “I think the leadership team is right here. Well, no one is really ahead of anybody; 
it’s not a linear process. I’ll put the leadership team right in the centre” (Naomi, Meta-
reflection, p. 2/11). This attempt at a non-linear approach to a leadership structure appeared 
promising until, on reflection, it was questioned and she had a change of mind: “I think what I 
was looking at here, there is probably a bit of it being not sustainable. I don’t even know if 
that’s ideal, having the leader in the centre” (Naomi, Meta-reflection, p. 4/11). She had 
started to reflect more deeply and had changed her mind. 
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8.5.6 Moving from the centre. A “change of mind” demonstrated reflection-in-action. 
After analysing the initial set of data, it appeared a networked, non-linear, distributive 
leadership model, with everyone linked to the centre, was what the majority of the teacher-
leaders preferred. However, during the meta-reflection section, this preference shifted again. 
Naomi started to question “leadership at the centre” and decided to construct a new pattern-
block representation, and as she did, she compared it to the photographs of the representations 
she had constructed six months earlier (Figure 33). She continued: 
I see that it is everybody, the vision that comes from all around it but this could be 
stagnant, really; this one is heading somewhere and everybody is contributing to it 
whereas here, I mean, it could be a bit of implosion! (Naomi, Meta-reflection, p. 
4/11) 
  
Fern PS, Visioning, 
3 September 2012 
Fern PS, Meta-reflection, 
13 March 2013 
Figure 33. Leading by vision. 
Naomi at Fern PS was striving to make the structure appear more dynamic and sustainable; 
the leadership team was not driving the vision, and, instead, the goal of achieving the 
“perfect” teacher was driving the vision. This was a structure where everyone was aiming for 
the same goal in their own way, the leadership team had its role, and the PLTs had their role. 
It provides an example of a structure moving towards a self-organising model of leadership 
(Buck & Endenburg, 2012; Knowles, 2001; Robertson, 2007).  
8.5.7 A “leader-ful” model. Following deeper reflection by the teacher-leaders, the 
construction of the pattern-block representations changed, and they began to resemble a 
holacracy (Robertson, 2007) or a sociocracy (Buck & Endenburg, 2012; De Florio, 2014). 
Naomi reflected: 
So I think the leadership team is right here, well, no one is really ahead of anybody; 
it’s not a linear process. I’ll put the leadership team right in the centre, I guess. I 
think “vision” is the big improvement. (Naomi, Meta-reflection, p. 2/11). 
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The model she was seeking was still non-linear, and the leadership team was placed on the 
inside but not necessarily central. It had become one of the teams and there was an underlying 
belief that everyone was involved in leadership processes. This prompted me to re-examine 
how some of the other teacher-leaders had considered the structure they were aiming for. Of 
particular note was the meta-reflection representations constructed by Hannah and Keturah. 
Hannah had built a representation that resembled a sociocracy, and this is displayed in Figure 
34. 
 
Iris PS, Meta-reflection, 18 March 2013 
Figure 34. A leader-ful model. 
The key element of a sociocracy (Buck & Endenburg, 2012) displayed in this representation 
was the clear pathway for each team leader to move from the teams to the hierarchical layer of 
the leadership team. In Iris PS, there were four team leaders represented by the four orange 
leadership blocks placed around the central leadership team block, and Hannah was one of 
them. She generalised the PLT representations, and did not place every block for every 
teacher, only placing blocks where there may be issues. She assumed that the other teachers 
were organising themselves and therefore no immediate strategies for improvement were 
required. 
The next representation (Figure 35) resembled the concept of a holacracy (Robertson, 2007). 
Constructed by Keturah during her meta-reflection session, this representation was bounded 
by vision elements that formed a complete circle and the leadership team had disappeared 
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from the middle, but there was still a pathway to re-form a leadership team if and when 
needed. 
 
An example of a Holacracy, Wattle PS, Meta-reflection, 
12 March 2013 
Figure 35. Holacracy. 
Keturah had constructed a self-organising “leader-ful” (Zien, 1997, as cited in Knowles, 
2001) representation. This representation supported the concept that every teacher could be a 
leader in their own way. 
8.5.8 Every teacher a leader. The quotation at the beginning of this chapter suggests 
that to build a more complete picture of reality, it is useful to “integrate the key perspectives 
of others” (Robertson, 2007, p. 17) and teacher-leaders in each setting were aiming to achieve 
this. 
Keturah stated she wanted every teacher to be a leader: “The ideal would be that every person 
would have one of those little blocks sitting underneath there” (Keturah, Visioning, p. 2/7). 
The blocks she was referring to were the orange leadership blocks. Every teacher having a 
leadership role was a strong theme that emerged across all settings in this research, and I 
attempted to clarify what this meant during the conversation: 
 
170 
 
I guess the reality is it is complex. Okay, so what would be the big thing you 
mentioned? Connection? You mentioned the idea that every teacher being a leader. 
To me, they’re the strong things I am hearing from you, rather than a curriculum 
area. (Donna, Wattle PS, Visioning, p. 5/7) 
The teacher-leaders articulated that they wanted “every teacher to be a leader”, which closely 
resembled self-organising models of leadership (Buck & Endenburg, 2012; De Florio, 2014; 
Knowles, 2001; Robertson, 2007; Ulieru, 2014), although on reflection, I believe I was still 
considering distributive models. The idea of self-organising models was raised in a number of 
settings, and initially it did not fit within my existing schema of leadership models. I was 
challenged as I listened to the ideas put forward by the teacher-leaders; however, at that time I 
felt I did not have the depth of expertise to provide advice on this model. The idea of every 
teacher being a leader challenged me to examine my assumptions (Brandenburg, 2008) on 
leadership, and this prompted me to revisit the literature and the data in an attempt to gain an 
understanding of why this model was unsettling to me as the teacher-leaders in my study 
appeared to desire this model, and they tentatively wanted to move towards this. I had doubts 
that this could be achieved, and this was a tension for me. I raised the concept of every teacher 
being a leader with Keturah when I visited during the meta-reflection section of the study and 
asked whether this had occurred. She said it had not. This did not surprise me, and it 
reinforced my earlier assumption that this type of leadership was not attainable. She had not 
given up on the idea, though: 
Donna: You did talk about everyone being a leader. I want you to reflect upon that, and only 
add those orange elements underneath if you feel that they have taken that concept on. 
Keturah: Okay, I am thinking about this. We still have our teams around the outside. It 
would be better if there were six of those; it would be much more spatially consistent. 
(Donna and Keturah, Meta-Reflection, p. 3/12) 
A situation where every teacher was a leader was seen as an ideal state: “A perfect world, and 
that each teacher would look like that; each teacher would be a leader in enacting more 
change and improvement” (Naomi, Meta-reflection, p. 5/11). Even though this was seen as an 
ideal, during the meta-reflection section, there were elements that demonstrated that even if an 
ideal state had not been reached, there had been movement towards more self-organising 
models. The teacher-leaders had referred to every teacher is a leader as an “ideal”, and I had 
thought, therefore, that this may have been unattainable. On reflection, I realised I had moved 
into a consulting role, placing my voice, beliefs and assumptions directly into the space 
between self and practice (Bullough & Pinnegar, 2001) rather than listening to and building 
upon the voice of the teacher-leaders. 
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The acceptance of self-organising models of leadership occurred when I closely examined the 
pattern-block representations constructed in the meta-reflection section. For example, I 
noticed Dahlia PS, being a small school, provided an example of a whole unit or a single, 
complete circle similar to one team in a large school. Everyone, therefore, may need to be a 
leader as there were often many roles and not enough people to fill them. There were no PLT 
leaders and the staff had to work together: “So it’s this easy, simple approach to a PLT, which 
is what has made it easy for us because no one has got actually time allocations to be a PLT 
leader” (Sarah, Patterning, p. 8/10).  
A series of small schools has similarities to a large school with many teams, and this 
networked model exists in small rural multi-campus schools and resembles the fractal-like 
model of self-organising leadership (Raye, 2014; Wheatley, 1994). By embracing tensions 
related to leadership structures, the concept of every teacher being a leader can be considered; 
distributive leadership may be in place and a hierarchy may still exist, and these layers are 
able to exist together. 
In the following section I discuss these layers of leadership and explain how they co-exist. 
8.6 Layers of Leadership 
The teacher-leaders as middle managers (Dutton et al, 2001; Gunter & Fitzgerald, 2007; 
Hoon, 2007; Huy, 2002; Regner, 2003; Rouleau & Balogun, 2008; York-Barr & Duke, 2004) 
were well placed to operate in all layers of leadership, and they reflected upon a range of 
leadership models moving between hierarchical, distributive and self-organising structures 
(Figure 36).  
 
Figure 36. Leadership layers. 
These layers were based on underlying self-organising principles. Acknowledging that there 
were patterns and processes operating below the surface, beneath the operational and strategic 
leadership processes (Knowles, 2001), I noted these were often not observed or examined 
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and, in my case, not fully explored. The teacher-leaders did refer to this self-organising layer, 
and as this was the result of a deeper level of reflection, it was more apparent in the meta-
reflection section. Even though they recognised and accepted the importance of the principal 
and the leadership team as a hierarchy, they operated within a distributive model whilst being 
aware at the same time of the possibilities of a self-organising model, which could build the 
capacity of leadership for all. 
Different layers of leadership reflected different spheres of influence and consisted of the 
principal and the leadership team, the leaders of a range of teams that included professional 
learning teams, curriculum teams, and wellbeing teams. As the external facilitator, 
understanding these layers assisted me to identify whether they were planned or inherited 
from past team structures, and if so, were they open to suggestions of change. Keturah 
referred to the “badge of leadership” (Keturah, Visioning, p. 1/7), and this was regarded as a 
formal role that was the hierarchical layer which existed in a school. As Harris and Spillane 
(2008) claim, distributive leadership often involves both formal and informal roles. However, 
the teacher-leaders participating in this study were also interested in self-organising leadership 
(Robertson, 2007), which consisted of a number of informal roles working together.  
8.7 Recognising the Limitations of Prior Assumptions 
The teacher-leaders had been positioned in a unique place within their schools (Lashway, 
1997) to consider the entire staff, and they were interested in the leadership potential of every 
team. One limitation to a self-study of practice is approaching it with a consulting mindset, 
where prior assumptions on what has been observed in schools is promoted rather than 
listening deeply to what may have been occurring. On reflection I began to wonder if the self-
organising concept of “every teacher is a leader” had been emerging from the coaching 
conversations, and whether I had possibly stifled this and instead encouraged the concept of 
team leadership. The concept of self-organising or fractal leadership may be seen as a step too 
far in the current education system, even though there are signs of it operating in schools (Bain 
et al., 2011). Prior to this research, I believed I had listened carefully and then provided 
advice. When analysing the data, I questioned whether I had listened deeply enough. 
Another limitation was the use of the pattern blocks as this dynamic process may have been 
better captured using videotape rather than photography, and in future research this would be 
recommended. When designing this research study, I believed the photographs of the pattern-
block representations would enable tacit understanding to be examined; however, on 
reflection, the images provide only a fleeting moment. I now believe there was more to be 
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considered through the analysis of the movement between the Patterning and the Visioning 
sections. In addition, I believe there were opportunities lost through not capturing this 
movement when the teacher-leaders actually reframed their pattern-block representations. 
8.8 Chapter Conclusion 
Teacher leadership occurs when layers of leadership are embraced as one can then reflect 
upon a range of leadership structures (Gunter & Fitzgerald, 2007; Katzenmeyer & Moller, 
2009; Mulford, 2008) including hierarchical, distributive and self-organising structures. As a 
result of this research study, I posit that “leadership is a role that enables the process of 
influencing others to occur through interaction’. The teacher-leaders played a role in the 
hierarchy of their schools as well as with their teams, and this role enabled them to influence 
other teachers and leaders, particularly in orchestrating change processes (Gunter & 
Fitzgerald, 2007; Russell, 2012) in their schools. Returning to this position but approaching it 
through the lens of self-organising leadership, the emphasis is placed on the word 
“interaction” (Cox et al, 2014; Harris & Spillane, 2008; Horn, 2008; Snowden, 2002). The 
teacher-leaders were aware of the interaction, although this layer of self-organising leadership 
was not as easy to articulate as the hierarchical or distributive layers. This layer existed 
underneath the other layers of leadership and further research is suggested to explore this tacit 
leadership in greater detail. 
Teacher Leadership implies a balance between being a teacher and a leader, and teacher-
leaders position their role in the middle of a leadership structure in an attempt to achieve this 
balance. Although the teacher-leaders in my study placed themselves in the middle, they 
moved to hierarchical roles at times. They were also interested in enabling every teacher to be 
a leader at other times, and this allowed them to embrace tensions related to leadership. As the 
teacher-leaders reflected over time and had the opportunity to meta-reflect, their articulated 
thoughts became more insightful. The meta-reflection section of the study provided me with 
the opportunity, as the external facilitator, to “enter the world” of the interactions operating 
below the surface of observable leadership structures in the participants’ schools. The teacher-
leaders were able to construct abstract visual representations of leadership structures that were 
non-linear and that demonstrated hierarchical, distributive and self-organising principles.  
Chapters 5, 6, 7 and 8 have examined what a teacher-leader reflects upon. The next chapter 
explores how such reflection occurs, what knowledge is drawn upon, and explores how 
teacher-leaders draw upon both tacit and explicit knowledge when reflecting-in-action. 
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Chapter 9 
 
Knowledge – Drawing upon Tacit and Explicit Knowledge when 
Reflecting-In-Action 
Maybe reflective practices offer us a way of trying to make sense of the uncertainty in our 
workplaces and the courage to work competently and ethically at the edge of order and chaos 
(Ghaye, 2000, p. 7) 
9.1 Preface 
In this chapter I focus on the knowledge teacher-leaders draw upon as they reflect-in-action. 
A tension exists between explicit and tacit knowledge, with the notion that explicit knowledge 
at times is valued over tacit understandings. I explain how I encourage the articulation of tacit 
knowledge through constructing pattern-block representations. A “knowledge landscape” 
metaphor is presented to discuss the relationship of reflective practice to tacit and explicit 
knowledge. By recognising that a range of knowledge can co-exist in practice, I discuss how I 
encourage shared understandings and assist in make thinking visible.  
9.2 Introduction 
Reflective practitioners require opportunities to draw upon a range of knowledge (Baumard, 
2001; Botha, Kourie, & Snyman, 2008; Rouleau, 2005; Tsoukas, 2003) and constructing 
pattern-block representations while articulating their thoughts assisted the teacher-leaders in 
my study in this endeavour. When constructing the representations, they drew upon the 
complementary forms of explicit and tacit knowledge (Hedesstrom & Whitley, 2000; Hildreth 
& Kimble, 2002; Martin et al., 2004; Oguz & Sengun, 2011; Polanyi, 1966; Tsoukas, 2003). 
This was demonstrated by Naomi when she stated: 
I think that is where I am. The next step is how to go about it. I could think of a dozen 
things to do, but whether they are really well coordinated, and there are a couple of 
unknowns in here too, things that I barely know. (Naomi, Visioning, p. 7/8) 
Naomi thought she knew where she was heading but became uncertain, and she didn’t appear 
to trust her intuition. I identified from the literature that explicit knowledge appears to be 
valued over tacit knowledge (Tsoukas, 2011). This resonated with my experience working in 
schools, and therefore I initially hypothesised that the teacher-leaders simply did not trust 
their intuition. However, I revised this assumption after examining the data, when I realised 
they were primarily being tentative as they gathered more information before they committed 
to an explicit statement.  
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In the following section, I discuss the critical moment when I questioned if intuition had not 
been trusted. Following this, to emphasise the complementary relationship between explicit 
and tacit knowledge (Hedesstrom & Whitley, 2000; Hildreth & Kimble, 2002; Martin et al., 
2004; Oguz & Sengun, 2011; Polanyi, 1966; Tsoukas, 2003), I place both forms of knowledge 
in a “landscape” or a “topography of professional practice” (Schön, 1987, p. 3). I then analyse 
language from the transcripts related to tensions between knowing, thinking and feeling, and 
finally discuss the strategies I used to encourage the teacher-leaders to embrace these 
tensions.  
9.3 Do we mistrust intuition? 
Tsoukas (2011) questions if tacit knowledge is truly understood, stating “to simplify, 
modernity has come to mistrust intuition, preferring explicitly articulated assertions; it is 
uncomfortable with ad hoc practices, opting for systematic procedures; it substitutes detached 
objectivity for personal commitment” (p. 2). This statement resonates with my experience of 
working in school settings where tacit knowledge does not appear to be particularly valued. 
The phrase “modernity has come to mistrust intuition” became a critical moment in my 
analysis of tacit knowledge as I was intrigued with whether this was the case. To understand 
tacit knowledge, I required an understanding of explicit knowledge as Tsoukas (2011) argues 
that explicit knowledge is actually grounded in personal judgements and tacit commitments – 
the two are complementary. 
Self-study of practice provides the opportunity to explore tacit knowledge (Allender & 
Manke, 2004; Samaras, 2011).Through analysis of the data collected in my study, I identified 
when the teacher-leaders were referring to explicit knowledge, or when they were accessing 
thoughts and feelings. Surprisingly, by examining the knowledge a teacher-leader had drawn 
upon, I was also able to take note of when my own tacit knowledge surfaced. Developing 
pattern-block representations assisted the teacher-leaders in articulating previously 
unexamined thoughts and ideas. 
9.3.1 Pattern blocks and tacit knowledge. The process of Patterning and Visioning 
provided opportunities to encourage the articulation of tacit knowledge as “we can critically 
reflect upon something which is explicitly stated, in a way that we cannot reflect on our tacit 
awareness of an experience” (Polanyi, 1959, p. 14). 
Yanow and Tsoukas (2009) state that “articulation may, and does, take place, but the tacit 
character of the background knowledge opens the door to non-cognitive elements in 
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theorizing practice, especially concerning relationships with materials” (p. 11). Once 
something was reflected upon, it could then be articulated and, once articulated, it could be 
further reflected upon. By reflecting on previous reflections, there were new realisations. For 
example, Carmel had originally reflected on strategies the leadership team used to promote 
vision: 
I think we have gone more like that now, and what we are like, you know, the intent 
is that now that the leader’s here, we as a team are hoping to empower these leaders 
to actually lead their teams because I think what was happening originally was that, 
in effect, we were leading those teams. (Carmel, Meta-reflection, p. 2/13)  
Carmel was articulating her thoughts, stating it was important for each leader to lead their 
team rather than the leadership team taking control. This had taken time and deeper 
reflection to reach this understanding. The following excerpt details Carmel’s comments as 
she reflected on the representation in front of her: 
You know what I think, it’s actually, if you think about yourself as a learner, like I 
think in pictures. I often think in pictures, so this actually, you know, when I have 
been putting plans in place for the future, for the school especially with the planning, 
this sort of happened at a really pivotal time for me. (Carmel, Meta-reflection, p. 
6/13) 
The pattern-block representations used in the research proved useful for Carmel as she stated 
she thought in pictures, and she was ready to make some changes and reflect upon these. She 
continued: 
…without it even being planned that way, it really did make me reflect on what do I 
want at the end of this; what do I want to see; what do I want to hear; what do I want 
to have happen. (Carmel, Meta-reflection, p. 6/13) 
Photographs of their Patterning and Visioning representations were presented to the teacher-
leaders in the meta-reflection section and these were also used as the basis for deeper 
reflection. They provided a visual which assisted them in describing their thinking as “the 
knowledge people use in organizations is so practical and deeply familiar to them that when 
people are asked to describe them, their tacit knowledge, how they do what they do, they 
often find it hard to express in words” (Tsoukas, 2003, p. 413). The pattern-block 
representations also enabled the teacher-leaders to reflect on previously surfaced tacit 
knowledge, therefore the meta-reflection section was useful as a strategy to encourage the 
articulation of tacit knowledge. 
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In the following section, I describe the strategies I employed to analyse the knowledge the 
teacher-leaders used when they articulated their thoughts. I begin with the development of a 
metaphor based on Schön’s (1983) “swampy zone of practice”. 
9.4 The Knowledge Landscape Metaphor 
Metaphor is able to bring “the familiar to bear in the unfamiliar in such a way as to yield new 
concepts while at the same time retaining as much as possible of the old” (Schön, 1963, p. ix), 
and by developing a metaphor I was able to discuss the abstract movement of knowledge and 
how it related to reflective practice. As the teacher-leaders reflected upon their practice, their 
knowledge was dynamic and constantly changing (Martin et al., 2004). I was interested in 
identifying the area where both tacit and explicit knowledge co-exist, where they meet, and I 
discovered I could situate this in the indeterminate “swampy lowlands” of practice as 
described by Schön (1987):  
In the varied topography of professional practice, there is a high, hard ground 
overlooking a swamp. On the high ground, manageable problems lend themselves to 
solution through the use of research-based theory and technique. In the swampy 
lowlands, problems are messy and confusing and incapable of technical solution. (p. 3) 
This concept of topography prompted the development of a “knowledge landscape 
metaphor” based on the idea of tacit and explicit knowledge meeting at the “swampy” zone 
of practice (Schön, 1983). To develop this further, I drew upon another metaphor describing 
knowledge as an explicit island in the “tacit sea” (Hicks, Dattero, & Galup, 2007), which had 
similarities to explicit knowledge being the tip of an iceberg (Ancori, Bureth, & Cohendet, 
2000; Baumard, 2001; Haldin-Herrgard, 2000; Sveiby, 1997). In exploring the tacit 
knowledge “sea”, I attempted to unearth what was hidden beneath the surface (Cunliffe & 
Easterby-Smith, 2004; Weick, 2003) to demonstrate the intuitive, unsubstantiated thoughts 
the teacher-leaders brought to their practice.  
The statement I made after my initial data analysis – “a teacher-leader uses a range of 
knowledge to reflect upon change, connection, vision and leadership” – was based on this 
metaphor. The metaphor of the “knowledge landscape” supports the concept that knowledge 
is “a fluid mix of framed experience, values, contextual information and expert insight that 
provides a framework for evaluating and incorporating new experiences and information” 
(Davenport & Prusak, 2000). Figure 37 presents a graphic representation of the knowledge 
landscape metaphor. 
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Figure 37. Knowledge landscape metaphor. 
As the teacher-leaders reflected, they moved between the explicit “high ground” and the 
hidden depths of tacit knowledge (Cunliffe & Easterby-Smith, 2004; Weick, 2003). 
However, as the external facilitator, I had difficulty accessing the depth of the teacher-
leaders’ tacit knowledge. By bringing tacit knowledge to the surface, it was possible to 
consider new perspectives and try alternative actions, although doing this was not as simple 
as a straight transfer from the tacit to the explicit (Martin, et al., 2004). For example, Miriam 
reflected upon where to place her specialist team in her pattern-block representation, stating: 
I don’t know. I’m not quite sure. Why have I sat them there? When I think, from 
putting me in the centre now, I would put them equal to all this because I try to be 
very mindful of the specialist team. (Miriam, Patterning, p.3/12). 
The importance of tacit knowledge being accessed is that it is the “knowledge of untold 
portions which supports what is told” (Osaki, 2004, p. 17), and as it surfaces, it enables the 
establishment of explicit knowledge. Miriam noted that even though she had placed her team 
of specialist teachers to the side, she actually wanted to bring them closer to the centre.  
Identifying whether one is using tacit or explicit knowledge requires an in-depth analysis of 
the language being used in the semi-structured conversations. 
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9.5 Analysing Language 
When examining the data, one indicator that denoted where people were situated in this 
knowledge landscape was the language they used, particularly statements that related to 
knowing, thinking and feeling. This language changed according to whether the teacher-
leaders were on the high ground, in the tacit sea, or in the swampy zone of practice of the 
knowledge landscape and Table 10 presents this as a summary. 
Table 10 
Language Related to Knowing, Thinking, Feeling 
 Knowing Thinking Feeling 
Knowledge Landscape High ground: 
Demonstrating explicit 
knowledge 
Swampy zone: 
Demonstrating reflective 
practice 
Tacit sea: 
Demonstrating tacit 
knowledge 
 
Language used I know You know  
Shared understandings 
Knowing/thinking 
Knowing/feeling 
I don’t know 
I feel 
I can’t say a thing 
I can’t comment 
I am not sure 
 
Indicators School plans, curriculum, 
published materials, 
policy documents 
Reference to evidence 
Mentoring relationship 
“All on the same page” 
Personal experience 
Conversation  
Change strategies 
Gut feeling 
Silence  
Hunch 
Intuition 
Sense 
 
This language and the indicators as to what type of knowledge was being used are now 
explored in detail and evidence presented from the data to support these claims. 
9.6 Knowing, Thinking and Feeling  
During the semi-structured conversations, the teacher-leaders regularly used the phrase “I 
know”, which demonstrated they were confident in their knowing. When they were 
considering the uncertainties of practice, they used “you know”, as well as combining the 
words “knowing” with “thinking” and “knowing” with “feeling”, often in the same sentence. 
When drawing from tacit understandings, they tended to say “I feel” and at times “I don’t 
know”. In following section, I initially provide examples of how a teacher-leader’s language 
indicates they are drawing upon explicit knowledge. 
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9.6.1 Up on the high ground. The teacher-leaders in this research study were expert 
teachers (Kouzes & Posner; 1997; Schön, 1983; Wilcox, Watson, & Paterson, 2004), and they 
had read widely and had a depth of knowledge on curriculum and pedagogy. They also knew 
the staff in their schools and were aware of complex relationships. This was the terrain of the 
high ground, where such knowledge could be accessed and used by anyone (Grant, 1996; 
Hansen, Nohria, & Tierney, 1999) in the school. Once the teacher-leaders had firmly stated “I 
know”, they had “staked a claim”, and as the external facilitator, my only option for 
encouraging further reflection was to then entice them back towards tacit understandings.  
School strategic plans and annual implementation plans (AIPs) are examples of explicit 
knowledge developed in a school that has been codified, documented and transmitted 
(Roberts, 2000). These plans may have been formulated by previous staff members, or the 
person articulating the plan has had little involvement in its development. Sarah reflected on 
her expertise as a new principal in a small school: 
To every role, you bring all the knowledge that comes before you, like that expert 
teacher as opposed to a grad. You’ve got your beliefs and understandings, and like 
our strategic plan finishes this year, so next year will be our review year. I just 
inherited all of that and the AIP last year, so really I just wrote the AIP this year and 
you really are locked into what is in that strategic plan. (Sarah, Visioning, p. 1/8) 
This comment about inheriting knowledge could only be referring to explicit knowledge as 
tacit knowledge is personal. The teacher-leaders said they often felt “locked” in by explicit 
knowledge, especially if they had inherited an existing plan, or if an existing plan was not 
being following by the teachers. Plans developed and written without the involvement of 
those implementing them are unlikely to be enacted. 
9.6.1.1 Demonstrating the explicit. Carmel demonstrated her use of explicit knowledge 
in a school by physically having documents with her, and this idea of carrying a supportive 
document around was mentioned initially in the Patterning section, which she later reflected 
on: 
You are championing it, you are physically carrying it, and if you are not, it is not 
really a workable thing in your school. If your vision has been put in the AIP, when 
you do that you’re making a decision about what you are going to do in the next 12 
month-period in your school, so you need to be carrying it. (Carmel, Meta-reflection, 
p. 8/13) 
By physically carrying documentation with her, Carmel felt supported in her use of explicit 
knowledge and was able to show other teachers written evidence of this knowledge: 
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I literally am carrying a document at the moment and in a way some feedback I had 
from a teacher saying, God, you are serious about that aren’t you? But that felt like 
they were giving me a compliment, she knows our vision, you know what I mean? 
(Carmel, Meta-reflection, p. 10/13) 
Carrying a plan or policy document around provided her with confidence as she had 
something to support her and refer back to. The articulation of explicit knowledge was 
encouraged when I asked: “How do you know that?”, and Keturah explained confidently she 
knew how teachers operated because she worked in the teams: 
Because, if this is me working over here with the preps, then this is also me working 
in here, so if I move that over to show this team, because I work with the teams, I 
know how connected they are. (Keturah, Patterning, p. 1/7) 
Keturah knew the teachers and the teams because she worked side by side with them. She 
had seen evidence of their practice:  
From observation in the classroom, discussion at a PLT level, planning evidence in, 
you know, documentation on a team basis, but also on a weekly basis and just verbal 
conversations, external to the PLT as well. (Keturah, Patterning, p. 4/7) 
Even though much of this knowledge began as tacit knowledge, it built through multiple 
experiences to form, if not formal explicit knowledge, at least evidence-based subjective 
knowledge. This provided the teacher-leaders with a sense that they “knew” a teacher, and 
they felt as if they were able to reflect on situations related to the teachers and the teams they 
worked with. Sarah understood there was explicit knowledge available to her in the form of 
books, plans, resources and programs, although there were barriers to accessing this 
knowledge: 
I think that is the thing in schools now, it’s not that all the research and all the good 
stuff isn’t out there, it is just having the time, and the ability, and the resources, and 
the manpower and the money to do things. There are great things, there’s Kids 
Matter now, there’s You Can Do It, so if you want some sort of mental health, 
wellbeing program. (Sarah, Patterning, p. 5/10)  
Sarah identified that she didn’t have the time or the resources to actually access this explicit 
knowledge, and that unless knowledge was reflected on, it ran the risk of languishing in the 
high ground and not being accessed, as was the case with many printed resources that sat 
unused on a bookshelf in a staffroom. Carmel confidently stated she “knew” a teacher 
because she had mentored her and had had previous knowledge of her in another setting: 
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I know this person has more strings to their bow, and I have personally mentored 
that person. Knowing her from a previous school, I know that there is a lot of 
potential there for her in terms of opening up her job opportunities. (Carmel, 
Patterning, p. 4/7) 
Developing relationships assisted the teacher-leaders to make subjective judgements (Rowe 
& Christie, 2008) about a teacher’s pedagogical ability, which then enabled them to reflect 
on how they were best able to tailor improvement strategies to particular teacher and team 
needs. They used supportive documents and policies to demonstrate their understanding of 
explicit knowledge; they worked alongside their teachers; and they developed relationships 
so that they were confident in their knowing and were able to articulate the explicit 
knowledge that they drew upon. 
9.6.1.2 Valuing the explicit. Explicit knowledge is valued by teachers-leaders as it 
provides evidence that the strategies they are working on are successful and it is considered 
internally safe (Hall & Andriani, 2003). Carmel valued explicit knowledge, and she 
emphasised the importance of this in the following excerpt:  
On our curriculum day we had Monday was where I think as leaders we finally 
devoted an ample amount of time to it. So therefore staff could go away feeling really 
comfortable with it, that, yes, we are all actually on the same page, not that we think 
we’re on the same page. (Carmel, Visioning, p. 6/7) 
The statement “…we are all on the same page, not just think we are…” describes how 
Carmel had put time and effort into discussing vision and strategies with all of her staff to 
enable everyone to come to a shared agreement. Carmel articulated the process she used to 
move people onto the high ground: 
It is no good being sort of whimsical and flimsy about the vision. So, we’ve tried to 
be very concrete in terms of beliefs, and that has involved a lot of challenge, and I 
think we have been able to create an environment whereby all of these people are 
feeling heard. (Carmel, Visioning, p. 7/7) 
Carmel had assisted her staff to explicitly understand what they were trying to achieve, but 
realised further reflection was required when a new situation arose. If there was a change in 
staff, a change in leadership, or a change in policy, the situation would be reframed. Without 
seeing evidence of a particular practice, it was difficult to reflect on: 
I am not seeing evidence of differentiation in the planning for this person, so while 
we do a joint planning and then they go off and differentiate it for their students. This 
person, I am not seeing evidence of that in the planning. (Carmel, Patterning, p. 2/7) 
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By not seeing the evidence, Carmel wondered if it was happening, and therefore realised 
further strategies were required. Explicit knowledge was valued as it could be presented as 
evidence.  
9.6.1.3 Personal experience. The teacher-leaders stated “I know” when they were 
referring to personal experience. Some of this personal knowledge (Tsoukas & Dooley, 
2011; Weick, 1979) may not have been articulated before, but once they had articulated it, 
they were confident in their knowing. This personal knowledge had been elevated to explicit 
knowledge through the confidence they had in saying “I know”. Naomi had a wealth of 
personal knowledge to draw upon and articulated this personal experience: 
Well, I see a really strong connection to the vision, that the PLT leaders deeply 
understand the vision. I know from personal experience sometimes in a school that 
once that development of the vision has gone, the person that helps forgets. (Naomi, 
Visioning, p. 3/7)  
Although personal experience may have originated from many tacit experiences, Naomi had 
become confident in her ability to “know” a teacher or a team and she felt she was then able 
to reflect on situations. 
9.6.1.4 Saying “I know”. Examining the data where the teacher-leaders stated “I know” 
provided me with an insight into the knowledge they were drawing upon. I, also, used the 
phrase “I know”, although in conversation with Carmel and Naomi I didn’t say “I know” at 
all in either of the Patterning or Visioning sections. When I did use the phrase “I know” with 
the other teacher-leaders, I did this to clarify that I knew their situation and that we had a 
shared understanding. My use of this phrase puzzled me as I noticed when talking about my 
personal experience at times, I commented: “I know this is a bit silly…”. This was almost an 
apologetic response, where the teacher-leaders had an opportunity to agree with me and say 
“yes, that is silly”, or disagree and say “in fact, that is not so silly”. The following excerpt 
details a discussion about the pattern-block representation looking like a penguin: 
Donna: But in a funny way there is something lovely about the leadership being the 
head, the thinking and these are the actions, they are like your little flippers and your 
feet, everything flipping around, so I know that’s silly but… 
Carmel: You know it is like that saying about the duck above, when under the water they 
are paddling, you know, that’s what you don’t see. (Donna and Carmel, Meta-reflection, 
p. 5/13)  
I was saying “I know it’s silly…” however, this encouraged Carmel to articulate a shared 
understanding about the work that went on “below the surface” in leadership. There were no 
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clear, sharp edges where explicit and tacit knowledge met, and I saw this as an area that did 
not fit neatly into definitions, and this was related to the space I wished to explore between 
self and practice (Pinnegar & Hamilton, 2009). 
I now examine the language that I used for indicators to denote what may have been 
happening when the teacher-leaders were drawing upon their tacit understandings. 
9.6.2 Exploring the tacit: “I don’t know” or “I feel” Although at times the teacher-
leaders stated “I don’t know”, a lack of knowledge did not mean that tacit knowledge was 
being used. However, I propose the phrase “not knowing” was a precursor to accessing tacit 
knowledge as it alerted the teacher-leaders to the point that more reflection was required. 
The phrases used by the teacher-leaders in this section began with “I don’t know”, “I can’t 
say” or “I can’t comment”. I then examined “I am not sure” and references to “gut feeling”. I 
also noted my use of these phrases. In the following excerpt, Naomi stated: “I don’t know” 
when she attempted to construct the Patterning representation: 
Naomi: That didn’t work anyway, okay, that’s good, I think. I am not really sure to be 
honest, I am not really sure about this team. I really don’t know. I don’t know. 
Donna: Is it because you haven’t had the chance to go those meetings? 
Naomi: I just haven’t had the chance. I really don’t know. I feel like any judgement I 
would make would be unfair. (Naomi and Donna, Patterning p. 6/8) 
The concept of “not knowing” was echoed in the pattern-block representation in Figure 38. 
Naomi realised she did not know enough about each teacher’s pedagogical ability to 
comment or to construct a representation of the teachers in this team. I suggested rather than 
just not using them, to place a small pile of blocks representing pedagogical ability beside 
the representation so that when she was constructing the Visioning, she could access these 
blocks to represent the desired assessment and differentiation skills of this team. 
 
Figure 38. Blocks stored to the side. 
There were a number of Patterning representations where the teacher-leaders demonstrated 
they did not know the teachers well enough to make a comment or where to place the blocks. 
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Not knowing teachers or teams made it difficult to reflect. Stating “I don’t know” could also 
be seen as an invitation for me, as the external facilitator, to encourage them to see if they 
could find out. Stating “I don’t know” was one of the first strategies for effective reflective 
practice because it meant that one needed to find out more about a situation.  
9.6.2.1 “Can’t say a thing”. When Naomi discussed team planning, she demonstrated 
that “not knowing” was a precursor to tacit knowledge surfacing, as she stated: “this team, 
the leader has been on leave, so I have only known her for two weeks, so I can’t say a thing 
about that leader” (Naomi, Patterning, p. 3/8). As she constructed another team’s 
representation she commented: “So the leader; here, I really can’t say much about her 
because I have only known that person for a week; however, I know the impact they have 
[facial expression and mutter] but anyway” (Naomi, Patterning, p. 5/8). Naomi had 
expressed a feeling about this leader, which wasn’t particularly positive, but she wasn’t 
ready to discuss it, and I sensed this was a negative response. Naomi had not been at this 
school for very long, but she was gradually gathering knowledge about the teachers and the 
teams, and during the excerpt, had moved from “I don’t know” to “I can’t say”. Hannah was 
also unable to comment on someone in her school, stating: “This teacher is actually on long-
term sick leave, so we’ve got a fill-in, so I can’t really comment on her” (Hannah, Patterning, 
p. 9/13). Even though she was unable to comment, Hannah was still reflecting and choosing 
not to articulate her thoughts.  
9.6.2.2 Time and experience. The teacher-leaders required time and experience 
(Coleman, 2007; Lam, 1998; Weick, 1979; Wenger, McDermott, & Snyder, 2002) to build up 
tacit understandings before they felt they were able to articulate their thoughts. What was 
apparent in the data was if they felt they didn’t know a teacher, they would not say anything. I 
concluded from this lack of comment that they wouldn’t articulate any thoughts if they didn’t 
know the team or the teacher. They needed to know to be able to reflect. Miriam stated she 
didn’t know everyone in Gazania PS as it was a very large school: “I think I’d be making 
some unfair judgements, too; I haven’t got to know them well enough. I could make quite a 
targeted, fairly accurate judgement on some, and others I’d be guessing” (Miriam, 
Patterning, p. 4/12). 
“Knowing them” meant Miriam had constructed a complex understanding that she had built 
up from the routines, conversations and experiences of groups of people operating in a given 
context (Lam, 1998; Wenger, McDermott, & Snyder, 2002). She had developed tacit 
understandings of the way some teams operated and when she had the opportunity to discuss 
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what she knew, she could make this knowledge explicit. When asked what “knowing them” 
meant, Carmel said: “Knowing them is knowing the intricacies about them, what makes them 
tick” and then she continued: “I think the knowledge about the teams comes from knowing 
the knowledge of the individuals, and knowing how they will interact with each other” 
(Carmel, Meta-reflection, p. 8/13). Knowing a teacher or team was based on the relationship 
they had with each other. 
9.6.2.3 “What was underneath?” When exploring tacit knowledge, I attempted to 
glimpse what was hidden beneath the surface (Cunliffe & Easterby-Smith, 2004; Weick, 
2003). During the meta-reflection section, changes were discussed that had occurred since 
the last meeting and issues were identified that they hadn’t quite worked out. It was 
interesting to note that Naomi used the term “underneath” as she couldn’t quite articulate the 
knowledge she had of this team, and this unsettled her:  
There is a bit of change in staff there. I feel like it is really cohesive. Umm, the Preps, 
um [silence]. I’m still learning about the Preps, I must admit [silence]. I think we are 
on the same page as far as what is happening. I am just not sure about what’s 
underneath it really; actually, I am just going to put these three here. (Naomi, Meta-
reflection, p. 4/11) 
There were periods of silence where she was thinking, reflecting and indicating she was 
drawing on tacit knowledge as this issue of knowing the Prep team had been raised before. 
This had still not been resolved, even though there had been some changes and she was still 
seeking clues as to what was happening and why the situation did not feel quite right. 
9.6.2.4 Emerging “gut feeling”. An epitome of tacit knowledge was the phrase “gut 
feeling” or intuition (Haldin-Herrgard, 2003; McAdam et al., 2007; Rowe & Christie, 2008), 
and the use of words such as these were indicators that tacit knowledge was surfacing. 
Hannah concluded her Patterning representation, prefacing her comment with “I don’t 
know”: 
We’ve got a challenge, haven’t we? I don’t know this team so well, and I don’t know 
very much about their classroom practice, but they are showing great promise .The 
one that is attached to the leader but is not really attached to the team. I am just 
going on my gut feeling. (Hannah, Patterning, p. 11/ 13) 
Hannah didn’t know this team very well but had a feeling that promising practice existed, 
and this was an area she could start to build on. By articulating that she didn’t know this 
team well, she established her priority of getting to know the team. Hannah stated that she 
was “just” going on her gut feeling, and she didn’t really trust this. This related back to the 
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critical moment I had identified from reviewing the literature, that “modernity has come to 
mistrust intuition” (Tsoukas, 2011, p. 2). The teacher-leaders were drawing upon their 
intuition and I commented in my journal: “I guess I have a feeling they draw upon more than 
explicit knowledge; I have noticed a lot of intuitive practice” (excerpt from my reflective 
journal, 22 January 2013). 
Intuitive responses were prompted by constructing a holistic visual representation and 
articulating feelings. Dane and Pratt (2007) assert intuitions are “effectively charged 
judgements that arise through rapid, non-conscious and holistic associations” (p. 33). Naomi 
articulated her thoughts, and many of these were quite intuitive because she was picking up 
on other cues, being an experienced practitioner: 
This is just my intuition here of what is happening, so I know it was happening here. 
This person and I have a pretty close relationship now, so from my knowledge of 
what I have been told, I would say that this has been here, but that might be a bit 
harsh. So, we’ll say intuitively this is what I think is happening. I think the 
assessment is really valued as a tracking devise but… (Naomi, Patterning p. 6/8) 
Naomi clearly articulated her intuitive feelings about the way teachers were using assessment 
tools and this reflection alerted her to an issue, something she might have chosen to address.  
9.6.2.5 Feelings. Feelings were referred to in my discussions with the teacher-leaders, 
and I noted in the transcripts where there were references to situations being “not quite right” 
and not feeling sustainable. Miriam articulated this as she constructed her Visioning 
representation: 
That’s what I am thinking; it’s kind of vision and then, oh, gosh, like I mean, they are 
not dysfunctional in any way, but it’s something just not quite right. This one doesn’t 
want to be near classrooms; the vision here is that we need this one to be much more 
connected, and not 24/7 but in there working with teachers. (Miriam, Visioning, p. 
2/12) 
She qualified this comment with the statement that the people were not dysfunctional, but 
there was something “just not right”, which meant there were tacit feelings that were 
unsettling her. 
Carmel also expressed her feelings when things were going well and stated in the meta-
reflection session: “but more so these people; here, I feel we have had made some really big 
progress” (Carmel, Visioning, p. 1/13). She didn’t have the evidence yet that things were 
going well and it was just a feeling. Sarah had mentioned a similar feeling, where she had 
said she was not waiting for the data before acting. Experienced practitioners are able to 
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make a holistic assessment based on their tacit understandings (Elliot, 1991) and this is then 
supported by data and evidence. 
9.6.2.6 My practice: when I did not know. Saying “I don’t know” could be interpreted 
as having a lack of expertise. In this section, I examine the data where I actually may not 
have known what the teacher-leaders were talking about, or where I was still thinking and 
reflecting on what had been said. I was interested in exploring the situations where I had 
stated “I don’t know” as I considered myself a consultant, an expert, someone who could 
visit the school and assist in their improvement practice. When I examined the data, I noticed 
that at my first visit in this research study with Keturah at Wattle PS on 23 August 2012, I 
did not say “I don’t know” at all. By the time I completed generating data on 28 March 2013, 
when I visited Miriam at her school, I used the phrase “I don’t know” 28 times throughout 
the meta-reflection session. This is not presented as quantitative data, more as an indicator 
that in this research, I entered with a consultant mindset and left with more of a coaching 
mindset. I had become confident in saying “I don’t know”. 
There were a number of different reasons why I stated “I don’t know”. There was a 
possibility I actually didn’t know, and had no experience of a program or document; I may 
have been thinking or I may have been deliberately “tentative”. When the teacher-leaders 
referred to programs used in a school or to authors or models being used, and I didn’t know 
about them, I quickly stated “I didn’t know”, which ensured they didn’t assume we had a 
shared understanding. At times I was still “thinking on my feet”, or reflecting-in-action 
(Schön, 1983). I had been puzzled by what Miriam had said and attempted to help her 
reorganise her pattern-block construction into a tendril shape: 
I don’t know. Where does that person sit? Do you know what I mean? If we can make 
this, each of them, see how they are all connected. Where do you think this one would 
be, though? The leader? (Donna, Gazania PS, Visioning, p. 5/12) 
Throughout this discussion, I have provided evidence that even though the teacher-leaders 
valued explicit knowledge, they also drew upon their feelings and intuition. This is regarded 
as a balance between process and practice (Smith, 2001), where process represents explicit 
knowledge and practice draws upon tacit knowledge, thereby creating a balance. I now 
examine where both tacit and explicit knowledge meet, and how embracing a range of 
knowledge encourages deeper reflection. 
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9.6.3 Embracing the tensions. A knowledge landscape metaphor was used to 
demonstrate how one could enter the swampy zone of practice (Schön, 1983), either from the 
tacit sea, or by climbing down from the explicit high ground. It was also possible to leave the 
swampy zone by climbing out on to the high ground or slip back into the tacit sea. This 
describes the movement between tacit and explicit knowledge and demonstrates that 
reflection is dynamic and constantly changing (Martin et al., 2004). Reflection-in-action 
involves spending time exploring promising pathways of practice as well as moving in and 
out of the swampy zone. 
The teacher-leaders were firm in their statements when they explicitly uttered “I know”, and 
were equally as firm when they stated them “didn’t know”, even though they may have had 
some deep tacit feelings. The phrase “you know” dwelt in reflection, and it was here I also 
explored the use of the words “knowing” and “feeling” in the same sentence as well as “not 
knowing”, “not feeling” or “not thinking”.  
I begin with examining the use of the phrase “you know”. 
9.6.3.1 “You know”: shared understandings. The phrase “you know” was used 
frequently by the teacher-leaders. This constant reference could have been seen as just a 
colloquial phrase, and, indeed, at first when transcribing the semi-structured conversations, I 
was tempted to treat it as “a thought-holder”, similar to when one says “umm”, but the 
frequency of its use encouraged me to incorporate it into the transcripts. I now believe the 
use of “you know” had a deeper meaning: it assisted in establishing shared understandings in 
a conversation. Across the entire data set, the phrase “you know” was used 150 times in the 
Patterning and Visioning sections and 199 times in the meta-reflection section. This usage of 
“you know” was very apparent.  
The phrase “you know” was used only when the other person did actually know or one 
believed they knew, otherwise saying it would not have made sense. Sarah was a principal in 
a small rural school, as I had once been, and she was aware that I did understand the life of a 
principal in this setting: 
Those little things that were just boring physical things, you know, you’ve been in a 
similar school, you know, clearing out shelter sheds full of furniture and ordering a 
skip and clearing out filing cabinets, and just those organisational things about, you 
know, running really good sports days. (Sarah, Visioning, p. 2/ 12) 
The explicit knowledge referred to was knowledge about curriculum, team models, strategic 
plans and AIPs, and as we had a shared understanding, Sarah did not need to explain 
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everything in detail. When in discussion, the use of “you know” enables people to move on 
quickly so that not everything needs to be explained. Explanations remain as unspoken 
thoughts between colleagues by simply stating “you know”. I wondered if “you know” refers 
to the teacher-leaders’ common explicit knowledge or the tacit understanding they had of 
practice. It may have had an element of both, and I reflected on this in my journal, writing: 
“My practice allows me ‘in’ at a tacit level; I ‘get’ what they are saying because I have 
experienced it myself” (excerpt from my reflective journal, 17 November 2012). The use of 
the phrase “you know” established that the teacher-leader and me both knew the content of 
what we were discussing. At times the teacher-leaders used both the word “know” and “feel” 
in the same sentence, and this demonstrated that they were moving into a more personal 
space. 
9.6.3.2 Balancing the “feel” with the “know”. The use of the word “know” and “feel” 
in the same sentence indicated that the teacher-leaders were moving between explicit and 
tacit knowledge. Naomi talked about what she felt and what she knew: “I feel that teams are 
going along really well. I know I am very wary of overburdening them at the moment 
because there have been some changes and they are not used to change” (Naomi, Meta-
reflection, p. 1/11). She was not completely sure that the teams were going along well, even 
though she sensed they were, as a team was responsible for its own actions. Naomi really 
only had control of her own actions, and this was where she used the phrase “I know”. She 
knew that by overburdening the teachers, she may cause them to falter. She balanced the 
“feel” with the “know”. She was the one introducing change, but she monitored the 
introduction of this change by sensing how people were coping. Carmel described a situation 
which was puzzling her. In this excerpt, she states she knew a person well, but she was 
hearing conflicting stories, which unsettled her: 
It is not matching what I am hearing at the moment; two very different ideas about 
what’s going on, and this person is, you know… and I am treating this person very 
carefully because I know that she has felt offended in the past, and she then puts a 
wall up. I am just trying to still nurture this person while still talking to this person 
very openly, though. (Carmel, Visioning, p. 3/7) 
Feelings acted as a check on knowing when situations were puzzling or unsettling, and this 
was often because the teacher-leaders identified a situation that did not “feel” right.  
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9.6.3.3 “I don’t know but I think”. “Knowing” and “feeling” have been discussed; 
however, there is also a reference in the transcripts to where a teacher-leader may not know 
something but still have thoughts and feelings on the matter: 
I think the vision is similar to my knowledge. The vision is there, but I don’t know 
yet, I can’t tell yet. What I am wondering is whether that vision has been clearly 
articulated, communicated and modelled. I think I see it being modelled, so whether 
it’s just that articulation needs to occur a bit more, and the challenging 
conversations about what is important and what the “L” in the PLT is. I think that is 
to come.” (Naomi, Patterning, p. 4/8) 
In reflective practice it was useful to state “I don’t know” or “I am uncertain” because by 
doing this, one was open to further discussion. Sarah intuitively recognised teachers who had 
ability, and she talked about not knowing but feeling: 
I don’t know, I feel silly in a way, putting it all on there because she is so early on; 
it’s just I see in her that continual learning just all the time. If she doesn’t know 
something about something to do with assessment, she goes and finds out, and she 
just totally understands that cycle of assessing. (Sarah, Patterning, p. 2/10) 
Sarah was being driven by a strong feeling that this teacher was very capable, and she was 
saying “I don’t know” because she felt it was too early in this teacher’s career to be so 
capable; it did not match with what she had previously known about graduate teachers. 
The following excerpt is an example of tacit knowledge surfacing. Hannah wanted to base 
her strategies on trust, and she articulated her feelings: “I feel very strongly about that, we 
can, we will always find deficits, inevitably” (Hannah, Visioning, p. 3/7). Once she had 
articulated these feelings, a few pages later in the transcript, she stated: “Well, I feel strongly 
about this word trust, and we have to. I don’t think we are there yet, and if the trust isn’t 
there, then there won’t be that buy-in to the vision” (Hannah, Visioning, p. 5/7). Hannah 
realised that the trust she was wanting hadn’t been achieved, but by articulating her vision, 
she was in a position to further reflect and discuss this notion of trust. 
9.6.4 Making thinking explicit. Reflection is intensely personal and subjective (Rowe 
& Christie, 2008). Even though Patterning involved demonstrating what the teacher-leaders 
knew about their schools, it also revealed what they didn’t know. 
When Sarah stated “I am just thinking, thinking, thinking”, I asked her what was she 
thinking about and she said: “I suppose what I am really thinking, our focus this year has 
just been totally on literacy, and I am thinking of that while I am doing this, rather than 
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thinking of all the curriculum areas” (Sarah, Patterning, p. 3/10). Sarah was articulating her 
thoughts, making her thinking explicit. 
Hannah mentioned she often spent time thinking and reflecting, and the visual representation 
she had constructed resonated with her thoughts. The following reference to “just a tip” was 
to do with a teacher being disconnected from the team but staying in touch ever so slightly; 
the pattern blocks were just touching tips: “I like that idea. I spend a lot of time thinking, 
reflecting on this kind of thing. I certainly feel that and I say just with a tip” (Hannah, 
Patterning, p. 3/13). When Miriam was constructing her representation, she reflected: 
“That’s good, because it kind of helps, because I am thinking, my goodness, what have I 
inherited?”(Miriam, Patterning, p. 5/12). This was a good example of “back-talk”, where she 
had looked at a representation that caused her to wonder what she was attempting to deal 
with.  
Patterning provides a holistic representation (Foss, 2004; Rowe & Christie, 2008; West, 
1997), which assists in making thinking explicit. Keturah stated after she had completed her 
first visual representation: “I think that it is probably pretty close to what we are working with 
at the moment” (Keturah, Patterning, p. 6/7). As constructing a pattern-block representation 
of the teams and teachers in a school is abstract, she was not going to say “I know” to explain 
that this was what she was working with. By saying “I think” kept it in a reflective mode, 
where there could be further thinking. She was not claiming this was the exact situation as it 
was just a representation of her thoughts.  
Thinking, shared understanding and feelings all co-exist when reflecting-in-action (Schön, 
1983). Miriam also described the feeling she was seeking as she began the Visioning 
process: “This is what I am thinking, you know, the Prep team when we started – I actually 
had the teams around, and that’s the kind of feel that I’m after” (Miriam, Visioning, p. 
1/12). This excerpt demonstrates an explicit statement of what Miriam was thinking. She was 
articulating her thoughts. She used “you know” to indicate shared understandings, and then 
she described a “feeling”, and this was tacit and hard to articulate.  
9.6.4.1 Reflection uses a “tentative” language. The language of reflection is a 
“tentative” language (Schön, 1994) and refers to feelings and to thinking, and both have 
explicit and tacit elements. 
Explicit knowledge is knowledge that has been previously articulated and it is often termed a 
“fact” that could be accessed by anyone (Grant, 1996; Hansen et al., 1999). Once considered 
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a fact, it is definitive until there is a need to rethink the situation. Reflections are intensely 
personal until articulated, and that is why they are “tentative”. As the external facilitator, I 
realised I deliberately used a tentative language (Schön & Rein, 1994) as I was “feeling my 
way”. Naomi also was not absolutely confident describing a team of teachers when she was 
constructing her Patterning representation: 
I might put them there like that. I think this teacher is more experienced than the 
other two combined, but it really seems to me, look, again from the outside, to be a 
really lovely relationship, where they are supporting her in the content knowledge. 
She’s a very experienced teacher but, yeah, that’s the way I see it right or wrong. 
(Naomi, Patterning, p. 2/8) 
Naomi was tentative, expressing the way she felt whilst recognising that this was subjective, 
as this was her thinking. Tentative or indecisive comments were evident in my interaction 
with her. At times I would make a comment and then immediately negate it: “When there is 
another leader in the team, is that ever at all an issue, or is it not an issue?” (Donna, Fern 
PS, Visioning p. 2/7). Such interactions provided Naomi with different pathways as we 
“waded through the swamp” together taking tentative steps. 
9.6.4.2 Visible thinking. Unless thinking is articulated, it is just a private, internalised 
commentary. However, the moment it is articulated, it becomes explicit (Raelin, 2001). As 
the teacher-leaders articulated their thinking, I had access to their thoughts and was able to 
identify areas in which I may be able to assist. Not every thought was articulated, but I 
remained alert to surprises and puzzlement. The Patterning and Visioning sections enabled 
this thinking to be made visible, and Naomi described this as 3-D thinking: “Definitely, 
because it really represents in 3-D what I have been thinking” (Naomi, Visioning, p. 3/7). 
The teacher-leaders were eager to reflect-in-action (Schön, 1983) and do further thinking: 
“…and it’s possibly, I actually think this is what it looks like right now. I do think that’s what 
it’s like, and I want it to be different” (Carmel, Patterning p.6/7). The teacher-leaders 
allowed me to join them in their thinking as I encouraged them to reflect-in-action. 
9.7 Attempting to Access Tacit Knowledge 
Using self-study as a methodology, I took a holistic stance to encompass both practice and 
research. Osaki (2004) believes that tacit knowledge is indispensable to fill the gap between 
theory and practice, stating: “it can be said that theory without practice is useless and practice 
without theory is dangerous” (p. 22). If tacit knowledge is indeed indispensable to fill this 
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gap, a method to articulate intuitive thoughts and feelings is required. In my study, the method 
of using the pattern blocks to construct a representation enabled tacit knowledge to surface. 
Attempting to access tacit knowledge has its difficulties (Maughan, 1996; Schön, 1995) 
because the tacit sea is sometimes too “deep”, and in the case of the teacher-leaders in my 
study, their responses could have been considered too personal or dismissed as gossip. This 
was a limitation to this research. There were checks in the method to counter this risk; one of 
these was the use of the pattern blocks. Names of teachers were not used – the red trapezium 
block represented a person, but they were anonymous. Hannah stated: “I feel this person 
understands the vision, but there are other personal issues that are getting in the way” 
(Hannah, Patterning, p. 13/13). In this instance, I did not ask what these personal issues were 
as this was not knowledge I required, and it was sufficient that Hannah knew these issues. Not 
everything needed to be reflected upon, and as tacit knowledge could be likened to delving 
into the unknown, it was difficult to know with any certainty whether it was being accessed or 
not (Nonaka & Takeuchi, 1995; Tsoukas, 2005). 
9.8 Chapter Conclusion  
Accessing the knowledge expert teacher-leaders use is not a straightforward process, as this 
knowledge has been acquired over time (Baumard, 2001) and is referred to in the literature as 
tacit knowledge (Nonaka & Takeuchi, 1995; Polanyi, 1966; Tsoukas, 2005). By taking a 
complementary approach to tacit and explicit knowledge (Hedesstrom & Whitley, 2000; 
Hildreth & Kimble, 2002; Polanyi, 1966; Tsoukas, 2003), neither form of knowledge is given 
preference. As Martin et al. (2004) state, knowledge is constantly changing, therefore it is 
difficult to capture. One way of identifying the knowledge being drawn upon when examining 
a transcript is to note when the epitomes or indicators of tacit knowledge are being used 
(Haldin-Herrgard, 2003).  These epitomes, described as “gut feelings” indicate emotion and 
passion. By analysing the language used in the semi-structured conversation I noted when 
tacit knowledge surfaced and attempted to access, as Rowe and Christie (2008) term, the 
“wisdom” inside teacher-leaders’ heads.  
Therefore reflection was enhanced when both tacit and explicit knowledge were embraced, 
which supports the statement that “teacher-leaders draw upon both tacit and explicit 
knowledge when reflecting-in-action”. The knowledge landscape metaphor has been 
developed to describe how a range of knowledge can co-exist and be drawn upon to enhance 
reflective practice. The teacher-leaders in my study reflected-in-action, and they intertwined 
thinking, reflecting, feeling and knowing as they discussed strategies for school improvement. 
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To embrace the tension of moving between explicit and tacit knowledge, as the external 
facilitator, I attempted to make thinking visible and encouraged shared understandings. The 
limitations to researching and accessing tacit knowledge have also been acknowledged.  
The next chapter is the final discussion chapter and in this chapter, I address the second 
research question, where I explore what I did to encourage reflection-in-action. I identify my 
interactions with the teacher-leaders and examine how I moved between coaching and 
consulting. 
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Chapter 10 
 
Interactions – Moving between Coaching and Consulting  
“Strategic” coaching and management consulting, whilst not being identical professions, are 
also not mutually exclusive, and are far from being mere overlaps on a Venn diagram. Their 
core purposes are both to improve professional performance via human beings (Van 
Genderen, 2012, p. 7) 
10.1 Preface 
This chapter specifically focuses on the second research question, which relates to how, as the 
external facilitator, I encourage the reflection of others, and it explores the tension of whether 
my role is that of a coach or a consultant. By examining my interactions with the teacher-
leaders, I am able to identify the similarities and differences between coaching and consulting, 
and develop a continuum of interactions to explore how I transition from one to the other. I 
have discovered that the movement I make between these interactions is related to what 
teacher-leaders reflect on and this movement demonstrates my own reflection-in-action. 
10.2 Introduction 
My interaction with teacher-leaders underpinned this self-study research and this chapter 
highlights how I, as the external facilitator, encouraged their reflection-in-action (Schön, 
1983). Reflection, as Korthagen (2005) suggests, is “not only an individual matter it also 
functions within the context of coaching” (p. 11). Whilst coaching is a preferred school 
improvement approach (Killion, 2003; Norton, 2001; Swartz, Klein, & Shook, 2001), 
undertaking this research with a consulting mindset was the result of my previous experience 
as a numeracy project officer. As the research for my study progressed, this mindset created a 
tension (Berry, 2007) with my beliefs of how one should encourage reflection, and through 
the analysis of the data, I identified that I had embraced this tension by intuitively 
transitioning between coaching and consulting during conversation. 
This led to the development of the statement that as the external facilitator, I encouraged 
reflection-in-action by moving between coaching and consulting interactions. In the following 
section, I examine the tensions in my practice to identify whether I was coaching or 
consulting. It was interesting to note, however, that I also operated in a space “in between” 
(Pinnegar & Hamilton, 2015) using “tentative”, transitioning interactions.  
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10.3 A Tension with My Role 
As I mentioned previously, my background leading in to this research project was initially as 
an external numeracy project officer (consultant) employed by the Victorian Department of 
Education. I later became a school improvement officer and then a network improvement 
officer, with both of these later roles demanding a strong coaching element that promoted 
shared leadership and instructional improvement in schools (Gallucci, Van Lare, Yoon, & 
Boatright, 2010; Mangin & Stoelinga, 2008). The OECD case study on Victorian schools 
during this time stated: “the model [the Victorian Department of Education] chose for literacy 
and numeracy improvement was a proven instructional model that had an excellent track 
record in the effective uses of expert consultants and coaches to continuously build teacher 
capacity” (Suggett, 2013, p. 10). I was well positioned to appreciate the benefits of both 
approaches. 
Coaching roles in schools were often site based (DEECD, 2010), and a coach was appointed 
to a school or small network of schools, whereas a consultant tended to operate across a 
region or state. I worked with individual schools and networks across a region, which created 
internal confusion for me: was I a coach or was I a consultant? Having had a number of roles 
in school improvement, I was prompted to clarify my identity, and therefore I focused on the 
following questions in order to analyse how I was interacting, not who I was. Did I talk too 
much? Did I take over? Did I coach when I should have consulted? I reflected on my role 
early on in the study, writing: “My practice involves pollinating and connecting. I can’t stand 
not sharing, the moment I have an idea, I like to share it” (excerpt from reflective journal, 6 
September 2012). This sharing of knowledge related to a consulting role. Through experience, 
I had identified that teacher-leaders were the experts of their own situation and coaching 
elicited this knowledge, yet I still felt I had something to contribute as I was able to encourage 
reflection whilst providing an outsider perspective (Honig, 2009). 
Why was my identity as a practitioner important? Bergner and Holmes (2000) suggest 
identity is socially constructed by how people perceive and define each other, by their 
relationships with others, and by the settings in which they operate. The teacher-leaders 
participating in my study articulated a range of perceptions of my role, having worked with 
me previously as a numeracy project officer, and although I was currently a school 
improvement officer, they had expectations I was still in my previous consulting role. This 
confusion in identity was exacerbated by my additional role as researcher directing the 
process. It became increasingly apparent during the analysis of data that I employed both 
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coaching and consulting skills when interacting with the teacher-leaders. The following entry 
in my reflective journal described the critical moment where this tension was identified: “I 
don’t like the word ‘consultant’. Okay, well don’t use it, use the word ‘coach’ from now on – 
coach not consultant” (excerpt from my reflective journal, 3 April 2013). When analysing the 
data, I realised at times I used coaching interactions, and at other times I used consulting 
interactions. I, therefore, became interested in identifying when and why I transitioned from 
one to the other. 
A major goal of self-study is to gain tacit knowledge of your practice (Samaras, 2011, p. xiv) 
and tacit knowledge was evident when I intuitively moved between a range of interactions 
with the teacher-leaders. By positioning myself as an instrument of the research and thereby 
making explicit the tacit assumptions about my practice (Mason, 2002), I was able to examine 
these interactions, which led me to focus on the “space between the self and the practice 
engaged in” (Bullough & Pinnegar, 2001, p. 15). By standing outside of my practice and 
taking a research stance, I was able to analyse my previously unexamined tacit interactions, or 
as Bullough and Pinnegar (2001) describe this, the “not self”. 
10.3.1 The space between self and practice. The space between “self” and the practice 
engaged in has been described by Bullough and Pinnegar (2001) as the “not self”. I use this 
term to describe the space where I was able to research my own practice, where I could step 
outside of “self” and take into account “texts read, experiences had, people known, and ideas 
considered” (Hamilton & Pinnegar, 1998, p. 236). During the semi-structured conversation 
section of the study, I was a researcher, and at the same time I was directly involved in the 
conversation with the teacher-leaders (Garbett & Ovens, 2012). By observing myself in 
practice, I was able to explore contradictions or tensions between what I believed and what I 
practised (Whitehead, 1995). 
Both coaching and consulting interactions have been widely researched, so I reviewed the 
literature in an attempt to define these interactions, and also to identify those which did not fit 
neatly into either definition. 
10.4 Difference and Similarities 
To examine the interactions in the semi-structured conversations I had with the teacher-
leaders, I developed the following table from reviewing the literature, which assisted me in 
identifying whether an interaction was predominantly coaching or consulting, or whether 
some interactions had characteristics of both. 
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Table 11 
Similarities and Differences 
Coaching Consulting 
Focus on the individual Focus on the organisation (Lipton & Wellman, 2003) 
Holistic approach Focus on one area 
Coachee directs the conversation (Macklin, 2012) Consultant directs the conversation 
Encourages a coachee to draw upon tacit knowledge Encourages the discussion of explicit knowledge 
Unlocks potential (Whitmore, 2009) Provides information 
Problem setting (Hermel-Stanescu & Svasta, 2014; Van 
Genderen, 2014) 
Problem solving (Keltto, 2010, Van Genderen, 2014) 
Both require interaction and conversation (Clutterbuck & Megginson, 2005) 
Both are related to change (Bennett & Bush, 2013) 
Both require trust and credibility (Alvey & Barclay, 2007; Cox, 2012) 
Both benefit from noticing and reading patterns 
Both require deep listening skills 
 
Key differences existed between predominantly coaching and directly consulting interactions, 
and it was these differences which created a tension. Coaching tends to relate more to the 
individual and is often used to unlock a person’s potential (Whitmore, 2009), whereas 
consulting has a more organisational focus and is useful when one is required to provide 
information about policies, procedures, curriculum and effective practices (Lipton & 
Wellman, 2003).  
As the teacher-leaders understood their own setting, coaching was more effective when 
discussing the complexity of a situation. In contrast, consulting skills were used when I 
suggested different connections. For example, I took an active consulting role when I 
suggested to Naomi that she consider using connection as a strategy: 
We’ve got three really big things there; let’s look at that as one strategy because… 
let’s go back a bit. Let’s go back to that word “connection”; it’s a connection of 
leadership, the vision and of these two elements of assessment and differentiation 
(Donna, Fern PS, Visioning, p. 3/7). 
A consultative interaction focuses on solving a problem (Van Genderen, 2014). As I advised 
Keturah: “Well, I guess in a way you talked about things changing. If you can link it to the 
PLT rather than the person, you sometimes can buffer that change if someone leaves” 
(Donna, Wattle PS, Visioning, p. 4/7).  
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Macklin (2012) suggests the direction of a conversation is set by the coachee in a coaching 
situation, whereas when consulting, the direction is set by the external facilitator. For 
example, Carmel set the direction in the following conversation:  
They really have stepped out of their comfort zone and they are recognising that the 
vision for our school is changing and that is a huge thing for all of these teams. We 
have a journey;, you know, sometimes, I don’t like that word, but we have come on a 
journey in terms of having developed, now, a shared understanding of…if we keep 
doing what we’ve always done, we are going to get what we’ve always got. (Carmel, 
Patterning, p. 4/7) 
Coaching has been referred to as “non-directive” (Bermes, 2007), and whilst I did not direct 
the teacher-leaders, I directed the process. The literature has provided definitions for coaching 
and consulting interactions (Bennett & Bush, 2013; Clutterbuck & Megginson, 2005; Lipton 
& Wellman, 2003; Macklin, 2012; Van Genderen, 2014; Whitmore, 2009) and the data 
demonstrates this difference. Coaching enabled the teacher-leaders to have the dominant 
voice, and consulting was where, as the external facilitator, I had the dominant voice. 
However, I identified that the most effective interactions to encourage reflect-in-action 
(Schön, 1983) were where we both met, and both had a voice. 
10.5 Where Did We Meet? 
Where did we both have a voice? Fillery-Travis and Cox (2014) refer to a “waterline” as 
where “the current consciousness of the client and the coach come together and interact” (p. 
452). The analysis of the data suggests that transitioning interactions occurred when both the 
teacher-leaders and I had a voice, where we could discuss the explicit organisational context 
and also encourage the articulation of tacit individual beliefs.  
An example of an interaction at this waterline (Fillery-Travis and Cox, 2014) is when Keturah 
referred to a plan for professional learning and she articulated her curriculum goals. As the 
external facilitator, I then used coaching interactions to encourage her to further reflect upon 
the “big” things she was aiming to achieve and she responded: 
I think that there is a shift from there, there still needs to be a focus on our 
curriculum, we still need to maintain that, but overlaying all of the curriculum work 
has to be a direction for the school, and I think that will come through the David 
Hopkin’s work on “powerful learning”. The strength in that is it is not aimed at one 
thing. (Keturah, Visioning, p. 8/12) 
Keturah has identified that even though she had a focus on curriculum, she was interested in 
ensuring that other aspects such as pedagogy, assessment and differentiation were also 
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considered. She had broadened her perspective and was considering the situation holistically. 
To encourage reflection-in-action as the external facilitator, I therefore needed to be prepared 
to move between interactions. When both the teacher-leader and I were at the waterline 
(Fillery-Travis & Cox, 2014), we were both in a position to effectively communicate. 
10.5.1 Moving between coaching and consulting. This self-study of my practice 
focused on how reflection-in-action (Schön, 1983) was encouraged, and I did this by 
intuitively moving between coaching and consulting interactions. When in a coaching 
scenario, the coachee generally directs the conversation (Macklin, 2012), and I primarily 
asked questions to clarify and continually encourage the articulation of ideas. I employed this 
interaction predominantly when the teacher-leaders: 
• talked about their current situation  
• considered all aspects of the complexity of situations  
• explored ideas behind distributive or self-organising leadership 
• articulated a vision  
• accessed tacit knowledge.  
Consulting skills are based on an organisational focus (Lipton & Wellman, 2003) and I used 
them when I took the lead and provided advice, and this interaction tended to occur when the 
teacher-leaders: 
• considered their future team structure  
• attempted to connect teachers, teams and pedagogical concepts  
• explored various leadership models  
• planned strategies to establish a shared vision  
• drew upon explicit knowledge related to curriculum and written improvement 
plans. 
Coaching and consulting interactions can be defined. However, transitioning interactions are 
more difficult to identify. In the following section, I examine the tensions between coaching 
and consulting and I focus on examining how I intuitively transition between the two. 
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10.6 Tensions between Coaching and Consulting 
A balance of interactions was required with the teacher-leaders because if I had utilised only 
coaching interactions, I would have missed an opportunity to provide advice and offer 
learnings from my experience garnered from other settings. However, if I had only used 
consulting interactions, I would have run the risk of not listening to the specific issues facing 
a teacher-leader. Hermel-Stanescu and Svasta (2014) suggest that management consultants 
switch to different roles as a project progresses, and this practice was evident in my 
interactions with teacher-leaders.  
Tensions exist between whether one should employ coaching or consulting interactions. For 
example, one may choose to focus on the individual teacher or may choose to focus on the 
organisation as a whole. I am more likely to coach when discussing an individual, whereas, if 
the discussion turns towards the organisation, I tend to consult. Other tensions that follow this 
pattern are where one takes a holistic approach (coach) or focuses on a particular area 
(consult), where one aims to unlock an individual’s potential (coach), or provide information 
(consult), and where one uses a problem setting (coach) or a problem-solving approach 
(consult). When coaching, I elicit knowledge by questioning and listening, whereas when 
consulting, I predominantly offer information, suggestions and new ideas. Transition 
interactions tend to have elements of both. 
10.7 Transitioning between Interactions  
To understand more about the transition between coaching and consulting interactions, I 
collated key words that typified what I was doing or saying at the point of different 
interactions. These words tracked whether I was predominantly coaching or consulting. There 
were interactions between these two “poles” where I transitioned or “moved between”, and 
the key words related to this area are presented below in Table 12.  
Table 12 
Key Word Indicators of Coaching or Consulting 
Coaching Interaction Transitioning between Coaching and Consulting Consulting Interaction 
Question State Direct 
Clarify Maybe Assert 
Comment Read Advise 
Invite I know/ I don’t know Show you 
Ask Apologetic response Tell 
Agree Summarise Propose 
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Coaching Interaction Transitioning between Coaching and Consulting Consulting Interaction 
Feel Resonate Instruct 
Wonder What strikes you/analogy Inform 
Check Set the scene Consult 
Affirm Suggest Moving on 
  Judge 
 
Using a selection of terms from this table, I developed a continuum (Figure 39) where 
examples of identified interactions from the transcripts have been provided from coaching, 
transitioning and consulting interactions. Although the literature extensively discusses 
coaching and consulting (Cox et al., 2014; Crow, 2012; Degenhardt & Duigan, 2010; Hermel-
Stanescu & Svasta, 2014; Keltto, 2010; Macklin, 2012; van Genderen, 2014), transitioning 
interactions have been less examined, therefore this focus on key word indicators enabled me 
to explore the data and identify examples. 
To develop the continuum, key interactions were selected as representative examples of 
coaching and consulting interactions to indicate the “poles” and a range of indicators where 
the transition occurred. The coaching interactions selected for discussion in the next section 
are “questioning, clarifying and confirming” (QCC) and “picking up on key words”. The 
consulting interactions are “advising, asserting and directing”, and where I suggest teacher-
leaders “move on”. 
 
Figure 39. Continuum of interactions. 
The transitioning interactions selected include “let’s go back a step”, “what strikes you” and a 
“‘tentative/apologetic” approach. Deep listening occurred across all interactions, and as the 
external facilitator, I was constantly listening for cues to move from one interaction to 
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another. These examples of coaching, transitioning and consulting interactions are now 
explored in detail. 
10.7.1 Coaching: Question, clarify and confirm. Question, clarify and confirm (QCC) 
is a strong coaching interaction and examples of this were apparent throughout the entire data 
set. During Patterning, the majority of time was spent coaching, with the aim to establish the 
context of the teacher-leader’s situation and a shared understanding. Two examples of a QCC 
interaction are provided below: 
(Question) Donna: Would you see that as…an issue? 
Carmel: I do, but I think this person…. I would have said at the beginning of the year 
this person was here. 
(Clarify) Donna: Oh, so they actually… 
Carmel: And now they are here. 
(Confirm) Donna: They are moving. (Donna and Carmel, Patterning, p. 5/7) 
A shared understanding of a situation (Hansen, 1999; Ko, Kirsch, & King, 2005) was 
paramount in both coaching and consulting, although coaching was used to establish the 
shared understanding and consulting was used to build on this understanding. By questioning, 
clarifying and then confirming that a situation was understood, Hannah was encouraged to 
articulate further:  
(Question) Donna: (Who would be in your specialist PLT? What type of subjects? 
Hannah: Art, performing arts… um… PE.  
(Clarify) Donna: Yep…and they meet together. 
Hannah: They meet together but because they have very different content knowledge, 
then they don’t meet as regularly to share practice. 
(Confirm) Donna: Right. (Donna and Hannah, Patterning, p. 1/13) 
While this QCC interaction was apparent throughout the entire data set, it was more prevalent 
during the Patterning section, where I aimed to encourage the teacher-leaders’ voice. 
10.7.2 Coaching: Identifying key words. To synthesise the conversation during both 
Patterning and Visioning, key ideas and words were repeated back to the teacher-leaders. 
The purpose of this interaction was to ensure the conversation was based on the teacher-
leader’s voice, thoughts and ideas. In the following excerpt I mention to Naomi that she had 
been talking about assessment and differentiation: 
I am just picking up two words there. I am just picking up “assessment” and 
“differentiation”; just to keep in mind because they are words that are just jumping 
up at the moment and that may be something that we start to look at. Especially, you 
mentioned a professional development day and wanting to go and visit schools, so 
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maybe that may end up being a strategy. I am just listening for key words. (Donna, 
Fern PS, Patterning, p. 3/8)  
These key words refer to explicit concepts related to school improvement (Dinham, 2008; Hill 
& Crévola, 1997; Hopkins, 2011; Marzano et al., 2014; Sammons et al., 1995) as well as 
being associated with more abstract ideas, which encourage creative responses such as 
developing an analogy. Carmel mentioned the word “umbrella”, and I commented that the 
pattern-block representation she had constructed vaguely resembled one: 
Just going with the word “umbrella”, I’d like to pick up on an opportunity, and I am 
just thinking visually, does that… I can sort of see an element here of an umbrella. 
Do you think maybe we could represent…that cascade of leadership? I don’t know. I 
am trying to think. (Donna, Waratah PS, Visioning, p. 2/7) 
The words used were the teacher-leaders’ words, and I drew upon their voice, choosing to 
borrow their words in order to guide the conversation. By repeating these key words back to 
them, I reinforced their ideas. This interaction was predominantly a coaching interaction. 
10.7.3 Transitioning: Deep listening. Deep listening and good communication skills are 
essential when coaching, and they include the ability to listen and then clarify and encourage 
reflection (Cox, 2012). When analysing the discussions on leadership structures, I questioned 
whether I was listening deeply to what the teacher-leaders were articulating. The teacher-
leaders described self-organising leadership models (Buck & Endenburg, 2012; De Florio, 
2014; Knowles, 2001; Robertson, 2007); however, I had not recognised this during the semi-
structured conversations as I had considered they were discussing distributive models of 
leadership (Firestone & Martinez, 2007; Harris, 2008; MacBeath et al., 2004; Timperley, 
2005). When analysing the data, I realised they had been stating that they wanted “every 
teacher to be a leader”. For example: 
Donna: I am just thinking about the concept that you talked about, which is quite a 
distributive type of leadership. 
Keturah: Yes, and there are certainly elements of that. At the moment we recognise 
people for the work that they do in different areas, but I don’t know that they always 
recognise themselves for the work that they do in those different areas as a strong sense 
of leadership. (Donna and Keturah, Visioning, p. 2/7) 
This excerpt shows that rather than listening deeply to the idea that Keturah desired a more 
self-organising structure, I maintained the idea that a distributive model is what we were 
discussing. It was only through my retrospective analysis that I recognised I had not been 
listening deeply enough. In identifying this missed opportunity for exploring self-organising 
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leadership with the teacher-leaders, I was able to reflect that at times I moved into a 
consulting role too early on in the conversation. Deep listening was required to identify when 
to transition between coaching and consulting. 
10.7.4 Transitioning: “What strikes you?” I encouraged the teacher-leaders to reflect 
on their pattern-block representations by asking: “What strikes you?” My purpose in asking 
this question was to promote the use of creative approaches (Shen & Lai, 2014) to school 
improvement. By encouraging the teacher-leaders to consider a situation holistically and 
develop an analogy, I aimed to elicit and convey tacit knowledge (Lawson, 1998; Nonaka & 
Takeuchi, 1995; Stewart, 1997). In the following excerpt, Naomi was examining a photograph 
of the Visioning and I asked her: 
Donna: What strikes you? That’s as deep as I want it to be. When you look at this 
picture, what do you see? 
Naomi: It looks messy, doesn’t it, and there are no two teams alike; there’s…, well not 
alike but there is not a lot of commonality between those teams. I think that has 
changed. (Donna and Naomi, Meta-reflection, p. 1/11) 
It was difficult to determine whether this interaction was a coaching or consulting interaction. 
The use of analogy was initially an intuitive response where I had noticed the Visioning 
representations were symmetrical and they reminded me of shapes and pictures. At times, I 
offered my opinion of what I thought the representation looked like instead of using this as a 
coaching tool to encourage deeper reflection. I commented on this in my journal: 
I used analogy because the pattern blocks started to suggest shapes: a wheel, a 
chandelier, a “dream-catcher”. Analogy was also assisted by the key words teacher-
leaders used such as “umbrella. When teacher-leaders started Patterning, they 
didn’t use analogy. I started to listen for key words, though. I guess each analogy 
evolved through a combination of what the teacher-leaders said and what we both 
saw. (Excerpt from my reflective journal, 13 January 2013)  
However, during the meta-reflection section a change occurred, where a number of the 
teacher-leaders were interested in explaining to me what they thought the newly constructed 
pattern-block representations reminded them of, and they articulated what they thought these 
representations looked like to them, taking ownership of their analogy. This provided 
evidence that using analogy as a tool for deeper reflection had potential in that the responses 
in the meta-reflection section had not been elicited; they were offered. The teacher-leaders 
had become aware I was receptive to analogous thinking as a tool to use in reflective practice. 
The “leap of faith” required for a teacher-leader to use an analogy to inform a strategy 
requires further exploration.  
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Therefore, encouraging the use of an analogy was best described as a transitioning interaction 
as it enabled me to continue coaching to elicit more ideas, or I could move to a consulting 
approach, offering suggestions and strategies.  
10.7.5 Transitioning: “Let’s go back a step”. The “let’s go back a step” approach is 
used in an attempt to amplify teacher-leaders’ own ideas and clarify what they are 
articulating. I had previously described this as “going back to move forward” (Chapter 5), 
which had similarities to Senese’s use of axioms (Brandenburg et al., 2008) such as “going 
backward to move forward”. The purpose behind this interaction was to present the teacher-
leaders with ideas they had previously put forward, whilst also using consulting skills to build 
upon this thinking. Some strong themes emerged during the semi-structured conversations 
and I suggested they go back a step to clarify these themes. 
When Hannah was constructing her Visioning representation, a number of competing visions 
emerged, and I aimed to clarify the vision that she was hoping to achieve. She stated her 
vision was: “school improvement for the sake of the students” (Hannah, Visioning, p. 11/15). 
My response was to encourage her: “So, let’s go back a step, let’s go back to what we had 
here, we had some other things like ‘leadership’, ‘assessment’, ‘differentiation’, but now 
coming from a different tack” (Donna, Iris PS, Visioning, p. 6/7). We had gone back a step to 
clarify what her vision was by building upon a number of ideas she had previously mentioned.  
The “let’s go back a step” interaction was used to reflect upon the pattern-block 
representation, as I drew attention to elements in the representation, referring to something 
that may have been constructed earlier in the conversation. Keturah agreed with the idea that 
the pattern-block representations helped “track the conversation” (Keturah, Meta-reflection, 
p. 12/12). She clarified why she had placed a person in a particular place, providing an 
opportunity to articulate further if needed. When unclear whether it may have been important 
to explain why a teacher appeared not to be connected to a team, I suggested “let’s go back a 
step”. I encouraged Naomi to think back to what she had said earlier in the conversation about 
the big ideas of leadership, vision and differentiation and mentioned the phrase “let’s go 
back” three times in the following excerpt (my emphasis):  
Donna: We’ve got three really big things here. Let’s look at that as one strategy 
because let’s go back. You said a word connection. There are the three big things but 
the word, let’s go back to that word connection, it’s a connection of leadership, the 
vision, it’s a connection of these two elements of assessment and differentiation and it’s 
the connecting of people if we just go back a step and think of our strategy being a 
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connection strategy. Okay, would that be a possibility? 
Naomi: Yeah, that sounds good. (Donna and Naomi, Patterning, p. 4/7) 
The “let’s go back” interaction was used to encourage the teacher-leaders to reflect upon what 
it was they had said, and then build on these ideas. The purpose behind this interaction was to 
clarify the situation so that I was better placed to offer advice as I constantly sought 
opportunities to begin to include my voice and provide suggestions. This interaction was used 
as the teacher-leaders started to reflect upon making connections and to encourage them to 
reflect on why they wanted to connect people. This interaction was best described as “going 
back a step to move forward” and this back and forth movement assisted in the process of 
reflection-in-action. 
10.7.6 Transitioning: Tentative approach. Schön & Rein (1994) suggest reflective 
practice employs a “tentative” language and a number of my interactions were tentative, 
apologetic responses, where I was attempting to elicit a response and waiting for an invitation 
to give advice. A tentative approach, that was difficult to define as either a coaching or a 
consulting interaction, became apparent during the data analysis phase of the study. This 
approach was the predominant transition interaction, and I had adopted it intuitively. The term 
“tentative” was deliberately used as I was aiming not to appear as an expert when using the 
expressions “I don’t know” and “maybe”. At times I sought opportunities to move into a 
consulting role. However, that did not occur until I sensed I had a shared understanding with 
the teacher-leader. Statements such as “I don’t know” or “I wonder” were uttered and I would 
offer a comment afterwards as demonstrated in the following excerpt: 
If you were going to represent that and this is just a “ponder”, I am just thinking, 
would the sort of leadership you are talking about be not, and I am going to say not 
as visible, I don’t mean “not as visible”, but it is going to fall off, isn’t it (laugh)? I 
am just thinking of a way for you to represent that. (Donna, Wattle PS, Visioning, p. 
1/7) 
By providing options for the teacher-leaders to explore new ideas, I sensed how they were 
responding before suggesting a “path” through the indeterminate swampy zone of practice 
(Schön, 1983). Considering options encouraged deeper reflection, which is demonstrated in 
the following interaction with Carmel, where I proposed an alternative option and qualified it 
by saying “I don’t know”, emphasising that I was thinking alongside her. However, when I 
was on the right “path”, this was confirmed: 
Donna: You mentioned before that she is not “like your eyes”, but it’s almost like you 
trust this picture. I am just wondering if this may be a healthier… 
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Carmel: yes…alternative. 
Donna: Can you do some…? I don’t know, I don’t know. And the answer may be “well 
that’s silly”… I am just thinking. 
Carmel: I think that this is absolutely true!  
Donna: Yeah? Do you want that, though? You may…you could still have arrows coming 
to each other. (Donna and Carmel, Visioning, p. 4/7) 
Carmel had agreed with my suggestions as I had correctly sensed the situation, although this 
did not always occur.  
This apologetic way of interacting provided me with opportunities to move from a coaching 
role to a more authoritative consulting style. When discussing future possibilities, these 
tentative interactions enabled me to sense if there had been an incorrect interpretation. A 
tentative approach to consulting was used in an attempt to encourage the teacher-leaders to 
invite me to assist. The following excerpt provides an example of how I identified an 
invitation to assist. When Sarah was constructing her Patterning representation, she stated at 
one point: “I’m not sure where to put this block”. I interpreted her comment of “I’m not 
sure…” as an invitation to assist:  
Sarah: And so she’s… I’m just not sure how to attach her. 
Donna: You can put her there and we can move it. We’ll see what it looks like when we 
start to build it. Is it connected? (Donna and Sarah, Patterning, p. 2/10) 
At times I uttered a phrase and then immediately negated it, stating: “I have got a worry; it’s 
not a worry…” (Donna to Naomi, Meta-reflection, p. 3/11), which is another example of a 
tentative, indecisive approach, I used so I could follow the lead of the teacher-leaders. If 
Naomi had said she was concerned, I could have followed that path; if not, I could have 
attempted another pathway. This was equivalent to me standing at the crossroads, “perched” 
to move in either direction. When I sensed one of the teacher-leaders was asking for advice or 
suggestions, I would move into a consulting role. 
10.7.7 Consulting: Advising. One of the differences between coaching and consulting is 
that coaches do not necessarily give advice on specific ways of working (Hermel-Stanescu & 
Svasta, 2014; Korthagen, 2005); however, in my study, I did provide advice.  
A possible disadvantage in providing such advice is that it could be interpreted as telling 
someone what to do. Nonetheless, in my interactions with the teacher-leaders, I would often 
move to a quite direct consulting style.  
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When recommending an action to Hannah, I said: “Can I suggest that you actually do connect 
her to you, a little bit” (Donna, Iris PS, Patterning, p. 5/13). As I moved into a more 
consulting role, I tended to direct the conversation: 
Let’s look at this. You can’t do everything at once, we know that. You’ve got a 
strategy, you have been building your threads about assessment. Is the vision to do 
with assessment and differentiation? Or is it to do with the fact we are all a happy 
school? I mean is it to do with rigour? Some of those key words you’ve said. Is it to 
do with trust? Is it to do with change? (Donna, Iris PS, Visioning, p. 6/8) 
The purpose of providing advice in this instance was simply to state “you can’t do everything 
at once”. As the external facilitator, I had introduced new knowledge to a situation, which was 
presented in a way that the teacher-leaders could make their own. Once an idea had been 
introduced and reflected upon, I then tended to move from the consulting role I had assumed 
back to a coaching role. 
10.7.8 Consulting: Moving on. Reflection-in-action (Schön, 1983) requires action as 
well as reflection. At times I provided advice; at other times, I encouraged the teacher-leaders 
to “move on” if I sensed that the discussion might stagnate. The purpose of this type of 
interaction was to keep the conversation moving. Sarah previously devised an effective 
process for her PLT and wanted to talk about it. This was a strategy she had already realised, 
and I was eager for her to identify something else to work on, suggesting: “You have done 
that, though. What are you doing now?” (Donna, Dahlia PS, Visioning, p. 3/6). After 
listening and acknowledging her success, I encouraged Sarah to move on: 
So you are well on the way to establishing that, so let’s move on from that because 
that’s almost, if you have reached that point, which I think you have, if you are 
looking at this pattern, you have told me you have a PLT and it’s looking quite 
cohesive. (Donna, Dahlia PS, Visioning, p. 3/6) 
This interaction was based on deep listening as I crafted and guided the conversation. If I had 
suggested we “move on” too early, I would have run the risk of missing an opportunity to 
explore issues in further depth. In judging when to move the conversation on, I drew upon my 
tacit understandings and experience and listened for cues as to whether to continue to explore 
an idea or move on and leave this behind.  
In undertaking this intensive analysis of the interactions, I noted I had moved from 
predominantly coaching through transitioning interactions to direct consulting and back again, 
and each interaction served its own purpose. One purpose identified in this research was that 
by embracing this range of interactions, I was able to encourage reflection-in-action in others. 
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A surprising revelation in understanding how I moved between coaching and consulting was 
that it also described the intuitive reflection-in-action evident in my own practice. 
10.8 Connecting Statements to Interactions 
In the previous discussion chapters, I have provided a range of statements relating to what the 
teacher-leaders reflected upon that addresses the research question: ‘What do teacher-leaders 
reflect upon when considering school improvement approaches?’ The second research 
question: ‘How does the external facilitator encourage teacher-leaders to reflect upon their 
practice?’ has been addressed in this chapter. 
Table 13 presents a summary of the statements made in the previous chapters and categorises 
them according to whether my interactions with the teacher-leaders, when they were 
reflecting, was of a coaching or a consulting nature.  
Table 13 
Connecting Statements to Interactions 
Chapter Statement Coaching Interaction Consulting Interaction 
5 The teacher-leaders reflect upon 
orchestrating change by moving 
between the current situation 
and a preferred future  
Coach when 
encouraging 
reflection on the 
current situation in a 
school 
Consult when 
providing models for 
change, new ways of 
thinking 
6 The teacher-leaders reflect upon 
making connections by moving 
between acknowledging the 
complexity of the situation and 
attempting to create order 
Coach when 
recognising the 
complexity a teacher-
leader is facing 
Consult when 
encouraging a teacher 
leader to connect 
people to cope with 
this complexity 
7 The teacher-leaders reflect upon 
moving between a shared vision 
and a written strategic plan 
Coach when 
encouraging a 
teacher-leader to 
articulate the desired 
vision 
Consult when 
discussing plans and 
strategies to achieve a 
shared vision 
8 The teacher-leaders reflect upon 
leadership moving between 
hierarchical, distributive and 
self-organising structures 
Coach when 
exploring existing 
models of leadership 
Consult to encourage 
a range of leadership 
structures 
9 The teacher-leaders draw upon 
both tacit and explicit 
knowledge when reflecting-in-
action 
Coach when 
attempting to elicit 
tacit and explicit 
knowledge 
Consult to encourage 
a return to explicit 
knowledge 
 
The first four statements contain a description of what the teacher-leaders reflected on and 
they incorporate how they reflected-in-action by moving between two related concepts. The 
fifth statement describes the knowledge they used when reflecting.  
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By embracing a range of interactions, I coached at times and I consulted at other times, and I 
would often fluidly move between the two, drawing upon my tacit and explicit knowledge of 
the teacher-leaders’ situations. My tacit understandings surfaced (Elliot, 1991) when I 
considered how best to respond to a situation, and this enabled me to embrace the tension I 
faced in my role when using both my coaching and consulting skills. 
10.9 Chapter Conclusion 
The concepts of coaching (Cox et al., 2014; Crow, 2012; Macklin, 2012) and consulting 
(Degenhardt & Duigan, 2010) have been extensively discussed in the literature and in this 
chapter I examined the transition interactions one makes between the two. I identified that 
transition interactions occurred at times mid-sentence, and that all the interactions between the 
teacher-leaders and me were related to implementing change (Bennett & Bush, 2013), and 
they required trust and credibility (Alvey & Barclay, 2007; Cox, 2012). 
By noting whose voice took the lead, interactions were identified. When the teacher-leaders 
were encouraged to articulate their thoughts, the interactions were of a predominantly 
coaching nature; when I took the lead as the external facilitator, the interactions were 
predominantly of a consulting nature. I identified that it was during the transition between the 
two that both the teacher-leader and I had a voice, and this was where reflection-in-action 
could be effectively encouraged. Reflection-in-action occurred when I, as the external 
facilitator, embraced both coaching and consulting interactions. Consequently, the statement 
“the external facilitator encourages reflection-in-action by moving between coaching and 
consulting interactions” has been supported through the data analysis presented in this 
chapter. 
This chapter predominantly focused on the second research question: “How does the external 
facilitator encourage reflection?” Self-study enabled me to critically examine my practice 
over an eight-month period (August 2012 to March 2013). The research for this study focused 
initially on teacher-leaders’ reflections. However, as I progressed through the research, I 
gained a greater understanding of my previously intuitive approaches to encouraging 
reflection-in-action. Even though I identified when I was using coaching and consulting 
interactions, I realised that much of my time was spent transitioning between one interaction 
and another, and this insight assisted me as a practitioner to understand the purpose of the 
movement between interactions.  
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The next chapter is the concluding chapter, and I present my final reflections and consider 
statements developed to describe reflection-in-action. I present new learnings as a stimulus for 
further research and discuss the benefits from undertaking this research. 
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Chapter 11 
 
Final Reflections – A Stimulus for Action and Understanding 
What it means is that the intimate scholar always stands in a space in between: between the 
self and the others engaged in our practice, between history and autobiography, between 
teaching and research (Pinnegar & Hamilton, 2015, p. 294) 
11.1 Preface 
This chapter draws together my reflections on the statements I have made to describe 
reflection-in-action and how they are used as a stimulus for action in practice. New learnings 
related to self-study methodology are also presented as a stimulus for further thought. First, 
the discussion reflects on the research intentions and suggests ways forward in the reflective 
practice of teacher leadership and encouraging reflective practice. Second, I suggest new 
directions for future research, which includes a section on insights into self-study 
methodology and the “not self”; and, finally, I consider the benefits of this research from a 
range of perspectives before concluding with a thesis overview.  
11.2 Introduction 
In this final chapter I reflect upon the original aim that prompted me to undertake this 
research journey. My practice of assisting teacher-leaders in their school improvement efforts 
was well established, and I was confident in exploring innovative ways of doing this, 
therefore, I had assumed my approaches were effective. Prior to this research, I believed the 
knowledge required for school improvement resided with leaders and teachers, as they were 
the ones best placed to know the context of their school, the students and their community. I 
was also aware there were benefits in operating as the external facilitator to a school by 
providing an “outsider” perspective. My initial aim, therefore, was simply to establish what 
teacher-leaders were reflecting on so that I could be better placed to encourage this reflection. 
Is this what emerged? By examining what I actually did to encourage reflection in others, I 
was surprised by the “messiness” of my interactions. I was confused by the tentative nature of 
these interactions as I was not being definitive, and my approach to encouraging reflection 
entailed suggesting to the teacher-leaders participating in my study that they “move between” 
related concepts. For example, I would ask them to think about the whole school and at the 
same time focus on the parts or the teams. I would encourage them to embrace complexity 
whilst also aiming to strive for order; I would suggest they consider a creative, almost 
unattainable vision, whilst at the same time aligning this to their existing formal written plans; 
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I would listen as they described how they moved between the hierarchy of a leadership team 
to the distributive notion of professional learning teams and discovered they were also 
interested in another layer of leadership, that of self-organising leadership. During analysis of 
my practice, I was surprised to note that it was by transitioning between coaching and 
consulting interactions that I encouraged teacher-leaders to reflect-in-action. Initially, I had 
planned to examine how I could access the tacit understanding of teacher-leaders, not 
realising that by doing this, my own tacit knowledge would be unearthed.  
I have shaped this final chapter into three sections. Based on my responses to the research 
questions, I initially present how statements became a stimulus for action (Berry & Loughran, 
2002); the second section highlights the new learnings that provided a stimulus for further 
thought and, finally, I consider the benefits from undertaking this research. 
11.3 Research Intentions 
The aim of this self-study research was to contribute to understandings relating to what 
teacher-leaders reflect on, and at the same time, how I, as an external facilitator, encourage 
such reflection. The two research questions were: 
• What do teacher-leaders reflect upon when considering school improvement 
approaches? 
• How does the external facilitator encourage teacher-leaders to reflect upon their 
practice? 
My aim evolved as I explored a number of themes based on what teacher-leaders reflect upon; 
the range of knowledge they draw upon and, finally, how I encourage this reflection. The 
resulting statements are not considered definitive conclusions or findings; rather, they provide 
a stimulus for action and understanding (Berry & Loughran, 2002), and these are now 
discussed in detail. 
11.4 Statements to Describe Reflection-In-Action  
A greater understanding of what reflection-in-action (Schön, 1983) looks like in practice is 
achieved by considering the following statements, and from the outset, I intend to state them 
clearly and boldly (LaBoskey, 2008; Loughran, 2004), with the aim that other practitioners 
may choose to embrace or discard them. In the following section, each statement is presented 
and I highlight the stimulus for action resulting from my research.  
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11.4.1 Teacher-leaders reflect upon orchestrating change by moving between the 
current situation and a preferred future. All the teacher-leaders in this research 
study, when reflecting on school improvement strategies, focused initially on their current 
situation and attempted to consolidate the strategies they had commenced. At the same time, 
they chose to reflect on what would be required in the future. Keturah reflected on this 
process of orchestrating change, and she described this as being “between the two pictures” 
(Keturah, Meta-reflection, p. 2/12) as this phrase best articulated the position she was in when 
undertaking change initiatives. The teacher-leaders reflected on both situations and were able 
to comfortably move between the two. The future was seen as the ideal – a perfect situation – 
and there was a realisation that this may not be achievable. 
Despite appearing counterintuitive, by connecting the teacher-leaders deeply into the present 
through the construction of a Patterning representation, and then reframing it as a Visioning 
representation, I was able to lead them into the future (Kouzes & Posner, 2009). The teacher-
leaders were encouraged to consider the relationship between the present and the future and 
operate in both simultaneously. Possibilities for change existed in the space between the two, 
as this was where the teacher-leaders reflected on different options and were presented with 
the opportunity to change their mind. 
11.4.2 Teacher-leaders reflect upon making connections by moving between 
acknowledging the complexity of the situation and attempting to create 
order. By reflecting on the connections that can be made in a school, a sense of 
order is achieved. Each teacher-leader displays a strong desire to create order when they 
consider the organisation of their teams. To encourage reflection in others one must initially 
acknowledge that the situation facing a person is complex, and therefore the intricacies of this 
situation needed to be articulated. 
The results of my research suggest that most of the time teacher-leaders exist between a 
complex, ever-changing situation and an ordered team structure, with everyone knowing their 
role and contributing to school improvement. Inevitably, once they think they have achieved 
such an organisation, a change of staff will impact upon this. Simply listening to teacher-
leaders describe the complexity facing them may not be sufficient, however,  an external 
facilitator could encourage them to identify patterns where change had been achieved in the 
past and note other patterns that were less successful. Making the connections between 
people, teams and concepts is a powerful strategy (Houchin & MacLean, 2005) to create order 
in a complex organisation. 
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11.4.3 Teacher-leaders reflect upon moving between a shared vision and a written 
strategic plan. The stimulus for action from this statement is in discovering the 
paradox that, in most cases, a school already has everything it requires to achieve a vision, the 
elements may just need to be reframed. By constructing a Patterning representation and then 
reframing this as a Visioning representation, teacher-leaders are able to reflect upon this and 
look at new possibilities. Having a plan without a vision is seen as less than optimal and 
having a vision without a plan is not practical (Fisher, 2005). This was demonstrated at 
Gazania PS where, for example, the vision was for all teachers to focus on pedagogical skills 
such as assessment and differentiating their teaching approaches, and the plan was to establish 
a teaching and learning team to lead this. By aligning written formal plans with creative 
visions, teacher-leaders are better placed to develop a range of strategies to implement school 
improvement.  
11.4.4 Teacher-leaders reflect upon leadership moving between hierarchical, 
distributive and self-organising structures. Teacher-leaders operate at multiple 
leadership levels: at the hierarchical level, they are members of the leadership team; at the 
distributive level, they often lead PLTs; and at a self-organising level, they are well placed to 
observe the layer of leadership that exists below the surface of a school where “every teacher 
could be a leader”. The implication for practice that relates to this statement is that teacher-
leaders, given the opportunity, are in a pivotal position in a school leadership structure to 
access all of these layers of leadership. School improvement research appears to focus on 
identifying leadership approaches (Dinham, 2008; Fullan, 2011; Griffin et al., 2010; Hill & 
Crévola, 1997; Hopkins, 2011; Marzano et al., 2014; Sammons et al., 1995; Sergiovanni, 
2001; Stoll & Seashore, 2007; Timperley, 2011). 
Rather than deciding on one leadership structure, I propose that many different models can 
comfortably co-exist in a school. However, even though self-organisation has been applied to 
educational research (Davis & Sumara, 2006), this layer of self-organising leadership 
(Knowles, 2001; Robertson, 2007) warrants further research. 
11.4.5 Teacher-leaders draw upon both tacit and explicit knowledge when 
reflecting-in-action. A knowledge landscape is developed to describe the space 
where explicit and tacit knowledge co-exist.The swampy zone of practice (Schön, 1985) is 
situated in this landscape, and this is where reflection-in-action occurs.  
Teacher-leaders draw upon explicit knowledge such as plans, curriculum and research whilst 
also articulating their tacit understandings in this zone.The development of this statement is 
219 
 
influenced by the phrase “modernity has come to mistrust intuition” (Tsoukas, 2011, p. 2) and 
this mistrust continues to be evident, in some cases, in the school improvement agenda. 
Following this research, I now aim to encourage teacher-leaders to draw upon both tacit and 
explicit knowledge in a balanced way, for them to trust their intuitive reflection whilst at the 
same time considering best practice and research. I am more aware of the indicators of tacit 
knowledge such as asking teacher-leaders what they are thinking, and I am noticing their 
intuitive responses, and, therefore, I am better placed to encourage these in conversation.  
11.4.6 An external facilitator encourages reflection-in-action by moving between 
coaching and consulting interactions. My interaction with teacher-leaders 
requires me to transition between coaching and consulting. This statement, in response to the 
second research question, relates to how, as the external facilitator, I encourage teacher-
leaders to reflect upon school improvement strategies, which has had a profound impact on 
my practice. I came to realise that I transition between coaching-type and consulting-type 
interactions, and choose one over the other depending on what the teacher-leaders are 
reflecting upon, which demonstrates my own reflection-in-action (Schön, 1983). I look for 
opportunities to encourage teacher-leaders’ voices when they talk about their current situation 
and the complexities they face: when they articulate their personal vision; when they explore 
ideas behind distributive or self-organising leadership (Knowles, 2001); and when they draw 
upon their tacit knowledge. This interaction is predominantly coaching. Consulting skills are 
used when I take the lead and provide advice, which occurs when teacher-leaders consider 
their future team structure; attempt to connect teachers, teams and pedagogical concepts; plan 
strategies to establish a shared vision; and draw upon explicit knowledge that relates to 
curriculum and written improvement plans. Examining the transitioning interactions, where I 
move from coaching to consulting, or from consulting back to coaching, provides the stimulus 
for action for this statement. These transitioning interactions, based on my ability to listen 
deeply to what teacher-leaders are saying, encourage reflection-in-action (Schön, 1983), and 
they are tentative as I attempt to move seamlessly from one to the other.  
These statements provide a response to the research questions and provide a stimulus for 
action (Berry & Loughran, 2002) in the practice of encouraging reflection in others. However, 
there were new learnings that arose from them, and they became stimuli for further research. 
11.5 New Learnings: A Stimulus for Further Research  
Much of what has been learned from researching my practice relates to my deepening 
understanding of self-study methodology. My initial focus was on researching how I could 
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encourage the reflection of others. However, in conducting this research, I have gained new 
insights into the research process as well as my own reflective practice (Bullough & Pinnegar, 
2001; Kosnik, 2001). These new learnings have provided a stimulus for further research, and 
in the following section, I explain how I have contributed to the literature on reflection-in-
action by using the pattern-block process; combined tensions within statements as a lens to 
examine practice; embraced visual methods as a way of drawing upon tacit understandings; 
and contributed to the literature on self-study. These new learnings are now examined in 
detail. 
11.5.1 Contributing to the literature on reflection-in-action. Further research has been 
suggested for exploring how organisations can foster reflection-in-action (Jordan, Messner, & 
Becker, 2009; Keevers & Treleaven, 2011; Yanow & Tsoukas, 2009), which is regarded as a 
concept that is not easily understood. Organisations could comfortably encourage reflection-
on-action after the event, whereas reflection-in-action needs to take place in the midst of 
action and therefore is more difficult to capture. 
As a result of my research, I have demonstrated that being prepared to embrace tensions 
between two seemingly different concepts – for example, by embracing the current situation 
and the future, or by using both coaching and consulting interactions – enables a practitioner 
to reflect-in-action (Schön, 1983).What is required is a focus on both reflection and action, 
and therefore I developed and trialled a dynamic, visual method using pattern blocks to 
encourage reflection in others, a method where one could react to the back-talk of a situation 
and then reframe it. I place this type of reflection in the swampy zone of practice (Schön, 
1983) where I, as the external facilitator, encourage teacher-leaders to draw upon both explicit 
and tacit knowledge. Consequently, I have built on the research of Schön (1983, 1985, 1987, 
1991, 1995) and Tsoukas (1991, 2003, 2005, 2011) as well as provide a stimulus for further 
research on reflection-in-action and its implications for effective teacher leadership as 
thinking, shared understanding and feelings all co-exist when reflecting-in-action. 
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11.5.2 Tensions within statements. Another new learning that relates to the process I 
used to develop statements to describe reflection-in-action is tensions within statements. 
Erickson (1986) describes assertions as summative, data-supported statements or interpretive 
observations of the context of a particular research. This description has similarities to the 
concept of a theory, as an assertion attempts to move from the particular to the general by 
predicting patterns of what may have been observed (Saldaña, 2015).  
Therefore, the statements I have developed explain my theory of what happened in this 
particular self-study of practice and can be thought of as a tentative answer to a particular 
research question (Erickson, 2012). A number of tentative, working statements were 
developed during the early data analysis. During the meta-reflection section of my study, I 
presented a number of these statements to the teacher-leaders, and it was then that I realised 
they were missing two important elements: reference to reflection and action. 
Self-study researchers have employed various lenses to examine their practice. Assertions 
(Berry & Loughran, 2002; Loughran 2006) have been used as a way of presenting findings to 
inform practice for others to consider. Brandenburg (2008) considers assumption hunting; 
Senese (Brandenburg, Berry, & Senese, 2008) examines axioms, and tension identification 
has been used by Berry (2004, 2007). Nilsson and Loughran (2012) suggest that assertions 
have data embedded in the explanation; I have reframed this and embedded a tension within 
each statement. By doing so, I have attempted to capture the dialectical movement between 
two or more related concepts, which also describes the process of reflection-in-action. For 
example, each of the first four statements in Section 11.4 of this chapter begin with the phrase 
“Teacher-leaders reflect upon…”, and are then followed by a broad theme such as change, 
organisation, strategy or leadership. Following this, I incorporated an action by using the term 
“by moving between…”, and then stated that two or more related concepts provide a tension 
such as “…the current situation and the preferred future”. Embedding a tension within a 
statement has not been attempted previously to describe reflection-in-action and further 
research is required to see if this resonates with the practice of others.  
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11.5.3 Embracing visual representations. By embracing the use of visual 
representations through the use of pattern blocks, together with analogy and metaphor, I have 
challenged the status quo of how school improvement conversations are traditionally 
approached. Brandenburg (2008) suggests one needs confidence to challenge the status quo 
and “be willing to attempt something very different to that which we had traditionally 
experienced” (p. 172).  
Pattern-block representations provide teacher-leaders with ways of making their thinking 
visible and this approach is unique to this research. Using visual thinking enables tacit 
knowledge to surface and encourages creative responses (Shen & Lai, 2014). By being 
situated inside my research study, I established a shared understanding of the pattern-block 
representations with the teacher-leaders. Making “vision” visible enables an alternative to 
traditional, written, linear language (Davis-Floyd & Arvidson, 1997; Goldberg, 1983; Parikh, 
Neubauer, & Lank, 1994). The visual representations were engaging for the teacher-leaders in 
my study, and they willingly embraced the concept of using a pattern-block representation to 
highlight the teachers and teams in their schools, even though at times they found the process 
challenging. Using dynamic, visual representations as a tool for accessing tacit understandings 
warrants further thought and research. 
11.5.4 Self-study new learnings. Through this self-study of my practice, I have explored 
alternative ways to encourage reflection. Self-study research is not specifically about the 
“self” or the “study” as it also contains other aspects of practice such as the “not self” 
(Hamilton & Pinnegar, 1998), which I describe as how one could step outside of “self” to 
further consider a situation. Throughout this research journey, I have attempted to maintain 
my position as a practitioner, although sometimes I moved to being a practitioner-researcher. 
By placing myself in the study, I brought a range of prior knowledge to it, which, therefore, 
required mechanisms to enable me to step outside my practice and consider situations 
objectively as a researcher. On reflection, for the majority of my time I existed somewhere in 
the “space between”, a space where I was not actually a practitioner, but neither solely a 
researcher, and this was where I placed the “not self” (Hamilton & Pinnegar, 1998).  
The term “not self” is an abstract concept, and to describe my movement between research 
and practice in my study, I considered where I was situated in the research at different times – 
whether I was immersed in the data generation, involved in analysis, or discussing actions as 
a result of the research. I used the terms self-in-study, self-and-study and self-from-study to 
reflect upon what I was doing at the different stages of this self-study of practice. 
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In the following section, I explain the new learnings that relate to the “not self” and situate 
these new learnings within a self-study methodology to explain how during the data 
generation phase, I was very much “in” the study (self-in-study). During the data analysis 
phase, I simultaneously examined my practice and the research by examining the tensions 
involved between “self” and “study” (self-and-study) and as the research progressed toward s 
its conclusion, I moved to separate “self” from “study” by developing statements regarding 
reflection-in-action that were applicable to practice (self-from-study).  
11.5.4.1 Self-in-study. My role in this research was not straightforward nor was it 
predetermined. My interactions were recorded in the transcripts, and a teacher-leader’s and 
my response made no sense without the other as they were inextricably linked.  
I wrote: “I have been actively involved in the conversation; I am part of the data” (excerpt 
from my reflective journal, 3 January 2013). Initially, I could not separate myself from the 
study. Reflection-in-action occurred during the semi-structured conversation when the 
teacher-leader and I became aware of an issue; we reflected on this and changed or adapted 
our thinking in that moment. This reflection was a form of instant interpretation or analysis as 
I was “in” the study; I listened and reacted on the spot (Loughran, 1996). As a practitioner, I 
reflected and consciously thought about other experiences, actions, feelings and responses, 
and then interpreted and analysed them in order to learn from them (Atkins & Murphy, 1994; 
Boud, Keogh & Walker, 1994; Reid, 1993). 
During the data generation phase of the study, I was fully immersed in the research, 
particularly during the semi-structured conversations, and I found it difficult to listen to “self” 
as the focus was on the teacher-leaders and their comments. Data generation provides the 
opportunity to be “in” the study as “research conducted within most other research paradigms 
did not allow the private thoughts and personal understandings to emerge in the research 
account in the voice of the researcher” (Pinnegar & Hamilton, 2009, p. 35). When I was “in” 
the study, I considered myself to be a practitioner. 
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11.5.4.2 Self-and-study. When I was undertaking formal analysis as a self-study 
researcher, I was afforded the opportunity to listen to “self”. This rarely happens in practice as 
it is quite difficult to listen to what is being said when one is amidst the conversation. 
However, it is through the research aspect of analysis that this can be achieved. When 
transcribing the audiotapes, my initial focus was on the teacher-leaders, where I was taking 
note of what they said and did. However, as I re-read my reflective journal and the transcripts, 
my voice as the researcher began to emerge, and it was at that point that I considered the 
“self” and the “study”.  
Separating “self” and “study” occurred during deep analysis of the teacher-leaders’ reflections 
as well as my own reflections. In order to encourage this reflection, I separated myself from 
the study and critically examined interactions and this provided the stimulus to move from 
self-in-study to self-and-study. Moving towards the “not self” presented a space where I could 
objectively observe a range of subjective interactions. My reflective journal provides many 
examples of where I stood outside the “self” and commented on my own actions.  
Analysis of data enabled me, as a researcher, to consider self-and-study. Loughran, Hamilton, 
et al. (2007) explain that self-study is concerned with the links between “self” and “practice”. 
My practice and my identity were already strongly connected; however, “self” and “study” 
needed to be also linked and I had greater difficulty in connecting these two. It was during the 
analysis stage that I began linking “self” to “study” as I analysed the ways each comment 
provided a stimulus and direction for the next statement using the concept of tensions (Berry, 
2007; Whitehead, 1995). Tensions provided the framework to analyse the interactions I had 
with the teacher-leaders and those tensions were embedded in the statements I made regarding 
what the teacher-leaders reflected upon, and it was those statements that became a stimulus 
for action and understanding (Berry & Loughran, 2002). This was where “self” moved from 
study and returned back to practice. 
11.5.4.3 Self-from-study. The concept of self-from-study was identified as the research 
concluded and this was where “self” and “study” began to move apart. As I moved from 
research back to considering implications for practice, I considered the meta-reflection section 
as this was where the teacher-leaders and I were able to ponder on previous reflections. 
The teacher-leaders operated as critical friends, who validated initial statements and themes 
and provided new insights for further reflection. These statements were then further refined 
and developed to describe the process of reflection-in-action and were used as the mechanism 
to move “self” from “study”, and as they presented understandings from the study, I was then 
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able to make these public and step away from the research. The transferable nature of these 
statements to other practice settings is also considered. 
Garbett and Ovens (2012) describe the hallmarks of self-study by considering key 
characteristics (LaBoskey, 2004; Samaras & Freese, 2009). Self-study is self- initiated and 
focused; it is improvement aimed, with evidence of reframed thinking and transformed 
practice; it is interactive or collaborative; it is made available through the professional 
community for critique; and it employs multiple and primarily qualitative methods. 
As a result of my research, I posit that self-study methodology encourages one to move 
fluidly between practice (self) and research (study) by considering self-in-study, self-and-
study, and self-from-study. 
In the next section, I examine the benefits from undertaking this research. 
11.6 Benefits of this Research 
Three different perspectives were considered when regarding the benefits of this research. 
What have I gained from the research? What is the benefit to teacher-leaders and the school 
improvement agenda? And how have I assisted other self-study researchers in their practice? 
These perspectives are now presented.  
11.6.1 What have I gained from the research? Concluding this research journey of 
more than six years I am surprised at where I have arrived. If a colleague had asked me at the 
beginning of my study what did I expect to gain from undertaking this research, I would not 
have answered the following:  
• I have no need to find one answer; I can comfortably accept multiple possibilities. 
• I embrace tensions between dualities and see them as opportunities.  
• I understand the tacit nature of my own reflection-in-action. 
• I am a self-study researcher. 
However, at the conclusion of this research study after six years, my response has changed as 
is evident in the following sections. 
My practice has changed dramatically. I have realised by encouraging the reflection of others 
that the need to identify one “answer” to school improvement issues has dissipated because by 
embracing tensions of practice, many possibilities for change, organisation, strategy and 
vision are created. During the study, I reflected on my changing mindset regarding whether I 
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was a coach or a consultant. I have not totally relinquished a consulting mindset, although I 
tend to encourage further reflection by utilising coaching interactions. I now understand what 
prompts me to transition between interactions and I have found reflection-in-action is best 
encouraged when both tacit and explicit knowledge are drawn on.  
The tensions I had identified existed in practice and I encouraged the teacher-leaders in my 
study to embrace these. I also came to understand that I was beginning to embrace tensions as 
well when I reflected-in-action. Reflecting on leadership structures encouraged me to change 
my previous dualistic way of thinking (Berry, 2007). By becoming aware that I was not being 
open to listening to other concepts of leadership, which were subtly being put forward by the 
teacher-leaders, I then re-examined interactions and identified the concept of “every teacher 
being a leader”. Consequently, as a result of undertaking this research, I now have a greater 
understanding of the layers of leadership that co-exist in a school and I am more aware of 
self-organising leadership models, which include the concepts of holacracy and sociocracy.  
I began this study by researching the reflective practice of others, but I now have a deeper 
understanding of the tacit nature of my own reflection-in-action. I no longer wonder if I 
should mistrust intuition; rather, I encourage it now, whilst at the same time ensuring that I 
am drawing upon explicit knowledge such as previous research and documented best practice. 
I am aware that by embracing “both/and” thinking some may see this as simply aspiring to 
determine the “middle ground” (Eisenhardt, 2000). I dispute this as the dialectic movement 
between tensions enables a person to visit one of these supposed dualities before moving to 
the other. For example, it is possible to spend time thinking about the present situation and 
then, after building on this reflection, spend time thinking about the future. 
The statements regarding what teacher-leaders reflect on also relate to my practice. I 
continually reframed my practice as this research progressed; I recognised the complexity I 
was facing, whilst at the same time attempting to place some sort of order on my practice, and 
in doing so, made connections across concepts, practices and the school system. I began my 
journey as a school improvement officer and became a self-study researcher, and I have 
discovered I have learnt more about myself as a practitioner by embracing self-study 
methodology. 
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11.6.2 What is the benefit to teacher-leaders and the school improvement agenda? 
The teacher-leaders in my study appreciated the opportunity to reflect on organisational 
matters. Initially, in this section I draw upon their voice from the meta-reflection section of 
the process, where they explain the benefits of participating in this research; I then discuss 
what followed from this research, and, finally, I present the implications for the school 
improvement agenda that emerged from this research.  
Naomi believed the process was a more considered approach to reflection, and she thought the 
visual nature of the pattern blocks helped her develop a creative vision. Carmel appreciated 
the opportunity to look at the whole school in an intuitive way, which captured what she had 
felt at that moment in time, and she described this as a genuine response. Miriam attempted to 
present her thinking to her leadership team, although the pattern-block representations were 
difficult to explain to others. Sarah saw the interaction as primarily a coaching conversation, 
where she could articulate her thoughts, whereas Hannah thought the benefits for her were 
when I had my ”consulting hat on” and guided her through the process of reflection, which 
helped to keep things less complicated. Finally, Keturah thought it was a worthwhile 
opportunity to take time, referring to this as a luxury in a busy working life. These comments 
demonstrate that this research, and my practice were perceived differently by each of the 
teacher-leaders who participated in my study.  
Throughout this research it was evident that the teacher-leaders experienced tensions, 
therefore the statements made regarding what teacher-leaders reflect upon will encourage 
dialectical thought. These statements will also be of use to principals and those involved in 
the wider school improvement agenda because by embracing tensions, opportunities will be 
presented for leaders in schools to continually accommodate new experiences and learnings.  
Following this research, I maintained contact with the teacher-leaders, and they mentioned it 
was the time that was set aside to talk and the opportunity to reflect that was appreciated the 
most. Even though their comments confirmed that an external facilitator has a role in school 
improvement, it is a concern that in the current school improvement environment, roles such 
as this have changed. There are targeted approaches identified for schools improvement 
initiatives. However, I have demonstrated that an external facilitator who encourages 
reflection would be able to assist in the reflection of others at a system-wide level. 
Among the benefits for the school improvement agenda from this research are that by 
encouraging teacher-leaders to reflect, they will be better placed to embrace change, organise 
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their team structures, develop strategy, and understand that hierarchical, distributive and self-
organising leadership can comfortably co-exist in schools.  
11.6.3 How might this research assist other self-study researchers? The primary 
benefit for self-study researchers from undertaking this research is my contribution to the 
understanding of the relationship between practice and research. Schön (1986) suggests that 
reflective managers become researchers in their own practice by reflecting-in-action. He also 
states researchers who are not managers may “come to see their primary mission as one of 
facilitating managers’ reflection on their own practice, developing conceptual frameworks 
useful for it, and help to document and synthesize the results off this” ( p. 62). This quotation 
succinctly captures what can be achieved by a self-study researcher encouraging reflection in 
others. 
Schön (1986) concludes his thoughts on leadership and reflection-in-action, stating: “such a 
relationship between research and practice would have powerful implications for the roles and 
careers of managers and researchers, as well as the institutional arrangements of research and 
practice” (p. 62). This research has demonstrated that teacher-leaders unknowingly become 
researchers by reflecting-in-action and I, as the external facilitator, am able encourage them to 
embrace the tensions of their practice.  
11.7 Thesis Overview 
I began this research with the aim of encouraging reflection in others. However, as it 
concludes, I realise I have discovered more about my own reflective practice. Much of what I 
have learned has been a result of focusing on teacher leadership and its pivotal role in the 
school improvement agenda. I have identified a number of statements describing how teacher-
leaders reflect-in-action, although I acknowledge that they are only examples and that there 
are many other areas of reflection that have not been explored. I have contributed to the 
discussion on the relationship between tacit and explicit knowledge and the role it plays in the 
way one transitions between coaching and consulting interactions. This dialectical movement 
has provided a way of understanding how one may encourage others to reflect on their 
practices. 
The relationship between research and practice has also been examined, and I have accepted 
that both areas are messy and complex. I have learnt, for example, that there is no single 
definitive answer to the complex problems facing practice, and I discovered that this is the 
same for research. By accepting this situation and identifying the tensions between related 
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concepts and then encouraging others to embrace these tensions has provided a pathway for 
me to manage this complexity in both practice and research.  
As well as continuing to encourage reflection in others in practice, I intend to explore further 
the methodology of self-study since I now have a growing awareness of how stepping outside 
one’s practice, whilst continuing to maintain a presence, provides an opportunity to better 
understand both practice and research. I would describe self-study research as challenging, 
rewarding and ultimately a privilege as it was able to provide me with a unique opportunity to 
research and learn from my practice. 
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Appendices 
Appendix A – Letter to School Principals 
 
 
University of Ballarat 
School of Education & Arts 
Letter to School Principal 
Dear Principal 
 
A Teacher Leader (name.....) at your school has been invited to participate in a research project 
conducted by PhD student researcher, Donna Ludvigsen from the University of Ballarat. The project is 
entitled Re-arrange, re-design, re-create: Using an interactive process for exploring and identifying 
the range of knowledge used by a Teacher Leader. We write to seek your approval and assistance to 
conduct research. 
 
The purpose of the research is to investigate: 
1. The knowledge a Teacher Leader draws upon when leading a team 
2. A process that explores the visualization of thinking  to assist in the identification of this 
knowledge 
3. How identifying a range of Teacher Leader knowledge will assist schools as organizations 
If …… agrees to participate in this research, approval is sought to visit the school for an interactive 
interview.  At this visit the researcher would like to conduct the interactive interview process using 
coloured pattern blocks with the Teacher Leader for 30 minutes to an hour, exploring how they lead 
their teams. A follow up interview would occur approximately three months later with the focus on 
discussing change that has occurred.  
 
The research has been reviewed by DEECD No: 2012_001575 and the University of Ballarat’s Human 
Research Ethics Committee (project number: A12-098). Please find attached to this letter the Plain 
Language Information Sheet provided for the Teacher Leader. 
 
The findings of this research will be available to you as a summary report of a thesis.  If there are any 
concerns you can contact the principal supervisor, Dr Robyn Brandenburg (5327 9716). 
 
Thank you for your support, should you require any further information please do not hesitate to 
contact Donna Ludvigsen (0417 575 160). 
 
Yours sincerely  
Donna Ludvigsen  
School of Education & Arts 
University of Ballarat 
0417 575 160 ludvigsen.donna.m@edumail.vic.gov.au  
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Appendix B – Informed Consent 
 
 
UNIVERSITY OF BALLARAT 
SCHOOL OF EDUCATION & ARTS 
INFORMED CONSENT 
PROJECT 
TITLE: 
Re-arrange, re-design, re-create: Using an interactive process for 
exploring and identifying the range of knowledge used by a Teacher 
Leader 
RESEARCHERS: Dr Robyn Brandenburg 
Dr Rob Davis 
Ms Donna Ludvigsen 
 
Consent – Please complete the following information: 
I, . . . . . . . .  . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . .  . . . . . . of . . . . . . . . . . . . . . . . . . . . . .   
. . . . . . . .  . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . 
hereby consent to participate as a subject in the above research study.  
The research program in which I am being asked to participate has been explained fully to me, verbally and in 
writing, and any matters on which I have sought information have been answered to my satisfaction. 
I understand that: all information I provide will be treated with the strictest confidence and data will  
be stored separately from any listing that includes my name and address. 
 Transcribed conversations will be used for research purposes and may be reported in academic journals 
 I am free to withdraw my consent at any time during the study in which event my participation in the 
research study will immediately cease and any information obtained from it will not be used. 
 I am aware that the sample size is small and this may have implications for anonymity. 
 I agree to audio recording interviews being conducted.  
 
SIGNATURE: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  DATE: . . . . . . …….. . . .. . . .  
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Appendix C – Ethics Approval: University of Ballarat 
 
Principal Researcher: Robyn Brandenburg 
Other/Student Researcher/s: 
 
Rob Davis 
Donna Ludvigsen 
School/Section: SEA 
Project Number: A12-098 
Project Title: Re-arrange, re-design, re-create: Using an interactive 
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